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TEACHER PREPARATION AND PROFESSIONAL DEVELOPMENT: 
COMPETENCIES AND SKILL SETS FOR THE ONLINE CLASSROOM 
MAMTA ROY 
ABSTRACT 
 The purpose of this mixed-method study was to explore the competencies and 
skill sets of participating K-12 online teachers in Ohio through an online survey based on 
relevant standards issued by specialized organizations, such as the North American 
Council for online Learning (NACOL), National Education Association, and Southern 
Regional Educational Board. The survey items helped identify the self-reported 
competencies and skill sets of ninety-eight participating K-12 online teachers in Ohio. 
The findings of this study indicated that the subjects in this research project need 
technical support systems in place to work effectively in the online environment. 
Additionally, the participants required further training in using technology in terms of 
assistive technologies for special needs students. Moreover, these virtual environment 
instructors would benefit from having more hours of both face-to-face and hybrid 
professional development customized to their specific online teaching needs, designed to 
form collaborative communities of practice.  
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In an online class, the student must learn a host of technical skills such as posting to 
discussions, attaching documents, and accessing online whiteboards. This teaches self-
sufficiency and basic computer skills regardless of what class they are taking. Although I 
teach algebra, my online students learn much more than just the algebra curriculum. 
They’re learning other valuable skills that prepare them for the 21st century. (Matt 
Vangelis, Florida Virtual Online Algebra teacher) 
  
CHAPTER I 
INTRODUCTION 
 
The question of what education is and how to educate students formally has been 
a matter of great debate at every stage of human history. According to Philip Jackson 
(2011), education explores the transmission of knowledge in society, as well as the 
methods and philosophical considerations behind this task. Pedagogical techniques have 
undergone tremendous changes in the 21st century due to the broader changes in society 
and ever-changing technology. John Dewey (1916) points out that education “gives an 
immense stimulus to reducing experience [in the classroom setting] to that order and 
form which will render it most easily communicable and hence most usable” (p.6) to 
students. As the debate over the best methods for teaching students has grown, online 
learning has developed as an alternative to systems that have less efficacy or utility for 
students who have failed to thrive in or be challenged by accepted mainstream 
techniques. As noted by Smith, Clark, and Blomeyer (2005),“The emergence of online 
learning represents a convergence of several factors: the development of the Internet and 
the World Wide Web, the use of computers in instruction, the use of media to unite the 
teacher and learner at a distance and the integration of education in all the facets of 
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education” (p.3). Technology has had an increasing influence on all areas of life, 
including the sphere of education. Friedman (2005) points to a moment in history 
represented by the fall of the Berlin Wall as a symbolic equalizer. In his explanation of 
the times, the phrase “when the walls came down and the windows came up” (p. 48) 
describes the disintegration of boundaries, both physical and intellectual. Consequently, 
the new world order transitioned dynamically into fluid spaces. Leaving the political 
implications aside, Friedman (2005) connects the rise of interconnectivity through 
technology to the fall of traditional social boundaries.  
The advent of information technology has opened new opportunities for 
humankind by removing the constraints of time and space. For example, open sourcing 
gives geographically separated communities the ability to work collaboratively on online 
projects. Friedman (2005) uses the term “in-forming” to describe the innumerable 
possibilities in terms of information access through the Internet. The World Wide Web 
and ever-changing Information and Communication Technology (ICT) tools have broken 
barriers of class, culture, race, and gender, allowing people around the world to be 
connected. The transcending of these social barriers has dramatically transformed the 
ways people interact. Not only has technology opened new avenues in the above-
mentioned areas, but it has also revolutionized teaching and learning by way of online 
alternatives. Bill Gates (2007) believes that school systems today have to move in sync 
with the present needs of a global system, because “our current expectations for what our 
students should learn in school were set fifty years ago to meet the needs of an economy 
based on manufacturing and agriculture. We now have an economy based on knowledge 
and technology” (p.3).  
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The boundaries of the traditional educational set-up have been so stretched that 
innovative teachers have begun designing interactive websites, such as LearnZillion.com, 
which feature video simulations, hand illustrations, and teacher voice-overs, allowing 
students to re-play the content until they master particularly difficult concepts. Not only 
are students benefiting from these advances, but teachers are also using such resources to 
gain new insights into online learning strategies and techniques, as well as alternative 
approaches to teaching and learning in traditional classrooms. This fundamental change 
means that teaching in the 21st century will not be limited to the traditional model of the 
teacher as an active transmitter (reservoir) of knowledge to students, who are seen as 
passive receivers. Instead, teaching will be a two-way flow of discovery in which 
technology enables the teacher to function as a facilitator of knowledge rather than as its 
arbiter. Facilitating knowledge requires the use of instructional strategies that equip and 
enable students with the requisite skills to construct knowledge, find solutions to their 
problems, and develop critical thinking skills involving these processes (Fraser, 2006, 
p.21). Online learning is one such medium that serves this need. 
Statement of the Problem 
There has been a steady increase in online K-12 student enrollment over the past 
decade. In 2001, there were 40,000 to 50,000 students enrolled in both full-time and part-
time online programs (Clark, 2001). Picciano and Seaman (2009) reported that, in the 
academic year 2007-2008, 1.03 million K-12 students enrolled in online classes, which 
represents a 47% increase from the previous two years. Queen and Lewis (2011), in their 
report for the National Center for Education Statistics, reported 1,816,400 enrollments in 
distance-education courses in K-12 school districts for the 2009 – 2010 academic year. 
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Most of these courses were online. High schools enrollments in online courses amounted 
to 74% of the total online enrollment. The Florida Virtual School (FLVS), a pioneer 
virtual school, reported 220,000 course enrollments, half of the total number in all of the 
state schools (Watson, et al., 2010). Fast Facts about Online Learning, published by the 
International Association for K-12 Online Learning (iNACOL, 2013) reported that online 
courses with the highest level of enrollment fall under the categories of credit recovery 
(62%), dual enrollment (47%), and advanced placement (29%). According to the latest 
statistics about online learning, 29 states and Washington D.C. have state-wide full time, 
entirely online schools.  School districts make online learning opportunities available to 
their students in order to offer courses not otherwise available, as well as provide 
opportunities to recover course credits. The latter is especially important in urban 
environments, where 81% of schools indicate that this as an issue (iNACOL, 2013). 
In taking a closer look at the above-mentioned facts about online learning, it is 
evident that students are trying out new media to accomplish their educational needs and 
goals, while teachers are being challenged to meet these needs. In Creating our Future: 
Students Speak Up (2009), students shared their vision for 21st century learning, which 
promoted socially-based, untethered, and digitally-rich learning. The report 
recommended that teachers should have exposure to meaningful learning opportunities 
designed to integrate effectively emerging technologies, such as mobile devices, online 
learning, and digital resources. Consequently, teachers would be able to explore new 
strategies for using technology to facilitate student learning and collaboration. Project 
Tomorrow (2010) reported that “unless educators invest in developing both the existing 
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and aspiring teachers’ interest and capacity to facilitate online classes, demand will 
continue to outpace supply in the K-12 setting” (p. 11). 
Past research into online education has focused on student characteristics and 
achievement, online instructional strategies, and technical support systems. Keeping in 
mind the rising rate of K-12 enrollment, two areas of need that call for attention are 
teacher effectiveness, defined in competencies and skill sets, as well as professional 
development in K-12 online learning (Clark, 2001). This pronounced increase in online 
education has affected the educational arena in many ways, especially in the increased 
demand for online teachers (US Department of Education, 2004). As noted by Patrick 
and Dawley (2009), “very few teacher programs in the U.S. offer a curriculum for online 
teaching, leaving districts, states, and virtual schools to train online teachers. This 
approach creates inconsistencies in training outcomes across programs” (p.1). As a result 
of this disconnect, many teachers who are hired may not have the requisite competencies 
and skill sets needed to teach in an online environment (Bennett & Lockyer, 2004; 
Savery, 2005; Sieber, 2005). Areas where adequate knowledge will affect online teachers 
in terms of their competencies and skill sets include the following: online pedagogy, 
instructional strategies and tools; online learning psychology/theories, facilitation skills 
and issues of technology and technological pedagogical content knowledge (Kennedy & 
Archambault, 2012). Picciano and Seaman (2009) also state that “the keys to the future of 
online options are well-trained online instructors, high quality online offerings that align 
with state standards, effective strategies for maintaining connections with students, [and] 
cost effective options for districts” (p.15). 
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There are certain misconceptions associated with online instruction. One of them 
is that ‘teaching is teaching,’ meaning that the skill sets needed in the face-to-face 
environment are transferable to online teaching without any adjustments. However, this is 
far from the truth. (Davis & Rose, 2007). Online pedagogy requires different 
competencies and skill sets (Bennett & Lockyer, 2004; Jaffee, 2003; Sieber, 2005). The 
challenge of teaching online without being equipped with appropriate effective teaching 
strategies and pedagogical foundations is very frustrating to virtual teachers (Brennan, 
2003). This study will illuminate to what extent online teachers possess the relevant 
competencies and skill sets, thus aligning with national standards for online teachers and 
their professional development needs. 
Purpose of the Study 
The purpose of this mixed methods research design study (Johnson et al., 2007) 
was to understand to what extent educators teaching in K-12 online settings are equipped 
to work in such environments by relying on specific competencies and skill sets. This 
understanding would then enable the development of programs designed to address their 
professional development needs. This study provided a comprehensive outline of online 
teacher competencies and skill sets based on online survey data. The survey was guided 
by the following publications: a) National Standards for Quality Online Teaching (North 
American Council for Online Learning [NACOL], 2008); b) Standards for Quality 
Online Teaching (National Education Association [NEA], 2006); and c) Guide to Online 
Teaching Classes (Southern Regional Educational Board [SREB], 2006). The qualitative 
part of this research project was conducted as a basic interpretative study, which focused 
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on the experiences of participating online teachers and their professional development 
needs. 
Significance of the Study 
The significance of this study is manifold. Online teaching is a relatively new 
field, where research is still at its nascent stage. Past trends and current forecasts indicate 
a very steady rate of growth in this sector, so there is a need to study the emerging state 
of teacher competencies and skill sets. Such a study would inform institutions that have 
adopted online learning about maximizing the effectiveness of their teachers. Based on 
the findings of this study, teachers could be given support through professional 
development programs that are research-based and designed to suit their professional 
needs. There is ample research on best practices in online learning in the field of higher 
education, much of which can be applied to K-12 online teachers. However, the unique 
context of K-12 online learning in terms of its target population may require further 
research (Rice & Dawley, 2009). For example, student characteristics, readiness, 
motivation, as well as student-teacher interaction, which can be attributed to the success 
or failure of students in online class environments, may be very different in K-12 settings 
than in higher education settings. Therefore, there is a need to research these differences 
in terms of online teacher competencies and skill sets, as online teachers’ competencies 
could inform teacher education practices and provide guidelines for further research, as 
well.  
The survey used in this mixed methods study was based on the National 
Standards for Quality Online Teaching (2008) issued by NACOL. Other state and 
professional organizations have also released guidelines or standards for online teachers, 
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such as the Standards for Quality Online Teaching (2006) published by NEA, as well as 
the Guide to teaching Online Classes (2007) issued by SREB. It is important to 
determine if current online teaching practices align with the competencies identified in 
the literature review featured in this research study, which was intended to help in 
understanding the gaps in online teacher effectiveness, while assisting in the process of 
identifying a comprehensive perspective on the professional development needs of K-12 
online teachers (Dawley, 2007; NEA, 2007).  
A very important recent development in K-12 education is the implementation of 
the Common Core Content Standards and their implications for online learning. Whether 
it is a secondary mathematics course or a language arts class, information communication 
technology (ICT) should be integrated, requiring that teachers and students be competent 
in using it. For example, grade 9 Language Arts Standards state very clearly the use of 
Internet, digital sources and multiple types of other sources to create, share and publish 
materials:  
Production and Distribution of Writing:  
CCSS.ELA-Literacy.W.9-10.6 Use technology, including the Internet, to produce, 
publish, and update individual or shared writing products, taking advantage of 
technology’s capacity to link to other information and to display information 
flexibly and dynamically. 
 Research to Build and Present Knowledge  
CCSS.ELA-Literacy.W.9-10.8 Gather relevant information from multiple 
authoritative print and digital sources, using advanced searches effectively; assess 
the usefulness of each source in answering the research question; integrate 
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information into the text selectively to maintain the flow of ideas, avoiding 
plagiarism and following a standard format for citation. 
CCSS.ELA-Literacy.W.9-10.9  Draw evidence from literary or informational 
texts to support analysis, reflection, and research. 
(Available at http://www.corestandards.org/) 
 While some of the above standards do not necessarily require the use of ICT, it is 
assumed that students will have access to computers and be required to develop their 
technical skills. As a result, it is more important than ever for teachers, both online and 
face-to-face, to be highly competent in providing content that is technology-rich.  
The significance of this study can also be seen in terms of aligning 21st century 
skills with online teacher competencies. According to NACOL and the Partnership for 
21st Century Skills Policy Report (2006), 
In an increasingly competitive global economy, it is not enough for students to 
acquire subject-level mastery alone. Skills like creativity, problem-solving, 
communication and analytical thinking are necessary for all levels of success, 
from entry-level jobs to engineering and technical fields. However, the U.S. K-12 
education system as a whole does not yet teach and measure these skills directly 
(p.2). 
  
Online learning can impart these skills because it provides “access to online, 
collaborative and self-paced learning environments-settings that can facilitate 21st 
century skills” (NACOL, 2006, p.2). Therefore, it is vital to determine how to optimize 
the online learning experience, in terms of teacher competencies and skill sets. 
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Theoretical Framework 
For the purpose of this mixed methods study, the Andragogy in Practice 
Framework (Knowles, Holton, & Swanson, 1998) was used. The second framework 
guiding and informing this study was the Learning Design Framework proposed by 
Bransford, Brown and Cocking (1999). In the Andragogy in Practice Framework, 
Knowles, et al. (1998) claimed that adult learning is more effective when a learner takes 
charge of his or her learning. This applies more so in the context of adult learners who are 
self-aware drivers of their learning endeavors. Knowles, et al. (1998) further stated that 
self-directed adult learners enter into learning more purposefully and with greater 
motivation, and take greater responsibility for their lives. In other words, they become 
increasingly self-directed (Knowles, 1975). According to the Learning Design 
Framework by Bransford et al. (1999), there are four interrelated attributes of 
instructional environments that facilitate learning: a) learner-centered learning; b) 
community-centered learning; c) knowledge-centered learning; and d) assessment-
centered learning. A detailed explanation of both theoretical frameworks is provided in 
Chapter Two. 
Research Questions 
The following research questions directed the study: 
1. How do the participating online teachers rate their own skills and competencies in 
keeping with the existing online teaching standards?  
2. What do participating teachers report are the ways to prepare and support online 
teachers? 
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3. What elements should be included in the design of a professional development 
program for K-12 online teachers?  
Summary 
As more and more schools transition into offering online courses, many students 
with diverse educational needs are no longer limited by time, resources, or instructional 
media in the educational choices they make. However, to make these courses truly 
effective, teachers who engage in virtual instruction need to have access to new, 
specialized formal preparation, so that they possess the requisite skill sets and 
competencies unique to online education. The intent of this study was to examine the 
different interactive technologies, programs, and pedagogical strategies designed to help 
virtual instructors become more effective. Concurrently, areas of deficiency identified by 
participating teachers were used to make recommendations for the design of professional 
development.  
Organization of the Dissertation 
Chapter 1: Introduction – This chapter reported the growth of online education as 
an alternative to face-to-face instruction and discussed the need to equip online teachers 
with the competencies and skill sets that are necessary for addressing student needs. The 
intent of the study was also outlined in this chapter. 
Chapter 2: Literature Review – This chapter focused on the current discourse on 
defining online education, the trends in online learning, and necessary teacher 
competencies and skill sets for online teachers. Additional sources, which focused on 
professional development in online teaching environment, studies of online teacher 
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professional development, teacher professional development needs, and the gaps in 
online professional development, were also consulted.  
Chapter 3: Methodology – This chapter discussed the research methodology that 
was employed for this study, which used a mixed method study combining elements of 
both quantitative and qualitative methods. The online survey instrument gathered the 
quantitative part of the study, while the qualitative aspect of the data was collected with 
online interviews. 
Chapter 4: Data Analysis – This chapter analyzed both the quantitative and 
qualitative responses of the K-12 online teachers in Ohio. A Web-based survey was 
designed to capture the participants’ demographic data and their self-reported 
competencies and skill sets. Close and open-ended questions were added to understand 
the professional development needs of the participants. 
Chapter 5: Discussion – This chapter highlighted the major findings of the study 
in terms of the research questions. Findings were then placed within the larger context of 
the literature and current research. Based on the findings and discussion, 
recommendations for further research were given. 
Definitions 
The following definitions were added to establish clarity and understanding of 
terms associated with online learning. 
Online education: “planned learning that normally occurs in a different place 
from teaching” (Moore & Kearsley, 1996). 
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Face-to-face education: A face-to-face session is one in which participants, 
instructors, and facilitators meet together in the same place and at the same time 
(web.worldbank.org). 
Asynchronous: learning/communication that occurs any time depending on the 
learner. 
Synchronous: learning/communication that occurs live, in real time, using tools 
such as video-conferencing or Skype. 
Competency: “a related set of knowledge, skills, and attitudes that enable a 
person to effectively perform the activities of a given occupation or function in such a 
way that meets or exceeds the standards expected in a particular profession or work 
setting” (Spector & de la Teja, 2001, p.121).  
Course Management Systems: “software such as [Blackboard or Moodle] for 
the creation and editing course content, communication tools, assessment tools, and other 
features designed to enhance access and ease of use” (NACOL & P21, 2007); software 
that provides structure for course content and related tools such as discussion boards, 
calendar syllabi and grade books (Davis & Rose, 2007); these are also called Learning 
management systems. 
Distributed learning: learning that is learner centered and uses interactive 
technologies. 
Blended/ Hybrid learning: learning that uses both the online and the face-to-face 
content delivery. A substantial proportion of the content is delivered online, typically 
uses online discussions, and typically has some face-to-face meetings. 
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Brick-and-mortar school: “an educational organization that enrolls students 
primarily in class-room based courses located in a school facility” (Hassel & Terrell, 
2004, p. 11). 
Information and Communication Technology: use of electronic technology in 
education, business, government and daily life (Smith, Clark & Blomeyer, 2005, p.5). 
Mentor: A coach, model, or facilitator who works one-on-one with a student or 
teacher. He or she could be either on-site or online. 
Online learning: learning that takes place primarily using the Internet, with 80% 
of the content delivered online; it’s a subset of distance education. 
Online teacher: a teacher who communicates with students using the Internet and 
communication technologies. 
Seat time: actual physical presence of a student in a brick-mortar school setting, 
often used for attendance and funding. 
Supplemental online program: online program that “offers  courses or other 
learning opportunities to students who are otherwise enrolled in physical schools (or 
cyber schools); credit for successful completion of these learning opportunities is 
awarded by the school in which each student is enrolled” (Watson, 2007, p.33).  
Professional development: “The deliberate grinding work of improving the 
educators’ performance requires their sustained learning. The ultimate test of that 
learning is whether it enables teachers to more effectively address gaps in what their 
students know and can do” (Mizell , 2010). 
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Time magazine in the year 2006, declared the person of the year as “You” that is an 
ordinary human being; an ordinary person using web 2.0 (now 3.0) technologies to use, 
mix, remix web based content creatively. 
 
Online or e-learning isn’t about digital technologies any more than classroom teaching is 
about blackboards. E-learning now is about creating and deploying technology systems 
that enable constructive human interaction and support the improvement of all teaching 
and learning (Blomeyer, 2002). 
 
 
 
 
CHAPTER II 
 
REVIEW OF THE LITERATURE 
Society faces challenges from all sides, especially in the educational sphere where 
there is a transition from traditional methods of instruction in brick-and-mortar 
institutions to flexible approaches in the world of online classrooms. The instructional 
environment has changed for both students and teachers. Interactions are no longer bound 
by the physical spaces of the classroom and face-to-face dynamics. In the online learning 
environment, technology is the main conduit for the transference of knowledge and 
information, and this change has initiated a redefinition of the role of teachers 
(Wiesenberg & Stacy, 2008). Online education has opened alternative educational 
practices in terms of methods of instruction, the roles played by teachers and learners, the 
use of technology, accessibility, convenience, and flexibility (Killion, 2000). There has 
been a significant change in the role of virtual students (Berge, 2009; Salmon, 2004). 
While interacting with academic content on the Web, synchronously or asynchronously, 
individually and/or collaboratively, online students become active participants, with 
control of their learning (Murphy & Cifuentes, 2001). Collins and Halverson (2009) 
acknowledge this change by remarking that emerging technologies have offered new 
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opportunities for people of all ages around the world to decide, on their own terms, what, 
where, when, and how to learn. 
These changes, brought on by rapid advancements in technology and 
communications, have ushered in a third era of lifelong learning, as defined by Collins 
and Halverson (2009). Consequently, this new era raised questions pertaining to “fitting 
this new model of learning into existing policies created for physical schools…and 
redefining the preconceived notions of some educators, policy makers and legislators” 
(Watson, 2007, p.2). Considerable efforts are going into establishing guidelines and 
standards for this new educational model, as evidenced by standards proposed both 
nationally by the North American Council for Online Learning (NACOL), the Southern 
Regional Educational Board (SREB), and the National Educational Association (NEA), 
as well as internationally by the International Society for Technology in Education 
(ISTE), United Nations Educational, Scientific, and Cultural Organization (UNESCO), 
and the International Board of Standards for Training Performance and Instruction 
(ISBTPI). New technologies create multi-modal learning opportunities in which multiple 
resources are combined; the effective use of these, to maximize learning, is an area that 
needs greater reflection and focus. 
Towards a Definition of Distance Learning and Online Learning 
The definition of distance learning, established by Schlosser and Simonson (2002) 
and published by the Association for Educational Communications and Technology, has 
been widely accepted as the following: “Institution-based, formal education where the 
learning group is separated, and where interactive telecommunications systems are used 
to connect learners, resources, and instructors” (p. 1). The National Center for 
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Educational Statistics [NCES] (1999) added that distance learning is “delivered to remote 
(off campus) location(s) via audio, video (live or prerecorded), or computer technologies, 
including both synchronous and asynchronous instruction” (p. 2). Keeping Pace (2012) 
agreed with these definitions but specified that online learning should be “teacher-led 
education” rather than an automated process, which “may be accessed from multiple 
settings (in school or out of school buildings)” (p.7). This definition highlights the often 
overlooked human element of distance learning, which personalizes the virtual 
classroom, thereby engaging students through rich interactions.  
Moore and Kearsley (1996) focused on the technical components of distance 
learning, stating that it “requires special techniques of course design, special instructional 
techniques, special methods of communication by electronic and other technology, as 
well as special organizational and administrative arrangements” (p.3). Additionally, 
Ascough (2002) specified the following unique features of online education: 
 Learner participation is mandatory, although the extent may vary. Everybody 
needs to participate in discussions, whereas in a physical classroom, the shy ones 
may retreat. 
 The teaching environment undergoes a dynamic change as the social dynamics of 
the   class undergo change in terms of class, gender and race.  
 The role of the class instructor also undergoes change in online learning (p.19). 
Most notable of these features is the mandatory participatory aspect that results in 
student-student, student-content, and student-teacher interaction, thus creating an online 
community of learners. Other definitions of online learning looked at the percentage of 
content delivery and type of online learning.  
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Table 1   
Methods of content delivery 
Proportion of 
Content Delivered 
Online 
Type of Course Typical Description 
1 to 29% Web Facilitated Course that uses web-based technology to 
facilitate what is essentially a face-to-face 
course. May use a course management 
system (CMS) or web pages to post the 
syllabus and assignments. 
30 to 79% Blended/Hybrid Course that blends online and face-to-face 
delivery. Substantial proportion of the 
content is delivered online, typically uses 
online discussions, and typically has a 
reduced number of face-to-face meetings. 
80+% Online A course where most or all of the content is 
delivered online. Typically has no face-to-
face meetings. 
(Allen & Seaman, 2006, p.4) 
Trends in K-12 Online Learning 
 By virtue of its flexible delivery systems, online learning has paved the way for 
inclusion of K-12 students in terms of alternative choices. This type of learning addresses 
some student needs, such as: student-centered and individualized instruction, courses not 
otherwise available at the school, reduction of  scheduling conflicts, accommodation for 
growing populations and limited space, better access to highly qualified teachers, access 
to college level courses, advanced placement options, credit recovery, provisions for 
gifted students and home-schooled students, improvement in graduation rates, equipment 
and strategies to accommodate special needs students, as well as greater use and 
awareness of technologically-rich strategies (Christenson, Horn, & Johnson, 2008; 
Gemin, & Ryan, 2008; National Center for Education Statistics, 2005; Trotter, 2008; 
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Watson, 2007). Specialized literature shows the various potential benefits of online 
learning, some of which pertain to educational access (Berge & Clark, 2005; Kellogg & 
Politoski, 2002), while others focus on improved student outcomes and skills (Zucker & 
Kozma, 2003) or high quality learning opportunities (Berge & Clark, 2005; Tinker & 
Haavind, 1997). One other benefit of online learning is that it gives universal access to 
educational opportunities for all students, including special needs. Online schools - public 
or charter - are prohibited by law to refuse enrollment to students based on disability, as 
pointed out by Carnahan and Fulton (2013), according to which “these schools are 
responsible for providing a free appropriate public education (FAPE) to all the students 
with disabilities” (p.47). 
The above-mentioned student needs, policy decisions, P21 initiatives, 
implementation of the Common Core standards, and the exponential rise of 
enrollment in online learning, all make it imperative that pedagogical concerns 
pertaining to online education be addressed. To this effect, a shift in K-12 educational 
policy in terms of technology has been outlined in a publication by the US Department of 
Education (2005): Toward a New Golden Age in American Education: How the Internet, 
the Law and Today’s Students Are Revolutionizing Expectations. Along with seven 
objectives for initiating systematic changes in technology plans in K-12 school systems, 
the report emphasizes e-learning as one of the key issues to be addressed by federal, 
state, and local education agencies. Their recommendations for states, districts, and 
schools include the following: 
 Provide every student access to e-learning; 
 Enable every teacher to participate in e-learning training; 
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 Encourage the use of e-learning options to meet the requirements for highly 
qualified teachers, supplemental services and parental choice; 
 Explore creative ways to fund e-learning opportunities; 
 Develop quality measures and accreditation standards for e-learning that mirror 
those required for course credit (US Department of Education, 2005, p. 42). 
The National Educational Technology Plan [NETP] of 2010, a publication of the U.S. 
Department of Education, presented a model of 21st century learning, powered by 
technology. This document gave recommendations in five essential areas: learning, 
assessment, teaching, infrastructure, and productivity. Before setting teaching goals, “the 
expectation of effective teaching and accountability for professional educators is a critical 
component of transforming our education system, we also need to recognize that we must 
strengthen and elevate the teaching profession” (U.S. Department of Education, 2010b, 
p.65). In its goals and recommendations section, the 2010 NETP further reaffirmed the 
role of professional support to teachers, both individually and in teams, by technology 
that connects them to data, content, resources, expertise, and learning experiences. To 
meet this goal, the 2010 NETP recommended the following actions:  
3.1 Design, develop, and adopt technology-based content, resources, and online 
learning communities that create opportunities for educators to collaborate for 
more effective teaching, inspire and attract new people into the profession, 
and encourage our best educators to continue teaching.  
3.2 Provide pre-service and in-service educators with preparation and professional 
learning experiences powered by technology that close the gap between 
students’ and educators’ fluencies with technology and promote and enable 
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technology use in ways that improve learning, assessment, and instructional 
practices.  
3.3 Transform the preparation and professional learning of educators and 
education leaders by leveraging technology to create career-long personal 
learning networks within and across schools, pre-service preparation and in-
service educational institutions, and professional organizations.  
3.4 Use technology to provide access to the most effective teaching and learning 
resources, especially where they are not otherwise available, and to provide 
more options for all learners at all levels.  
3.5 Develop a teaching force skilled in online instruction (U.S. Department of 
Education, 2010b, p. xviii-xix). 
The aim of this plan was the creation of a teaching force skilled in online instruction 
through preparation and professional development by leveraging technology to create 
career-long personal learning networks within and across schools. Palloff and Pratt 
(1999) deemed it essential for teachers to be trained in all areas of online teaching, if 
optimal performance and results are expected.  
All of this emphasis on online learning and the integration of technology into 
teaching and learning is because of the proliferation of online learning. As previously 
illustrated in the introduction, online student enrollment has dramatically increased in 
recent years (Berge & Clark, 2005; Clark, 2001; Christenson, et al., 2008; Picciano & 
Seaman, 2009). Online education opens doors to more alternative educational 
opportunities for students. It goes without saying that virtual learning has the potential to 
revolutionize K–12 education by expanding access to high quality teachers and providing 
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instruction tailored to meet students’ specific needs (Lipps, 2010).This change impacted 
the educational realm in many ways and especially resulted in an increased demand for 
online teachers (U.S. Department of Education, 2004). Consequently, teachers hired to 
work in virtual environments may not have the requisite competencies and skill sets 
(Bennett & Lockyer, 2004; Savery, 2005; Sieber, 2005). A lack of knowledge in the 
following areas has been found to negatively affect online teachers and their 
performance: online pedagogy, online instructional strategies, instructional tools, online 
learning psychology/theories, issues of technology, and technological pedagogical 
content knowledge (Kennedy & Archambault, 2012). In spite of these identified needs, 
there are certain misconceptions associated with online teaching, one of which is that 
teaching is teaching, and the skill sets needed in the face-to-face environment are 
immediately transferable to online teaching, which is far from the truth (Davis & Rose, 
2007; Gustafson & Gibbs, 2000). This transference of teaching skills may be possible to 
some extent, but online teaching also requires different skill sets, teacher roles, and 
competencies (Bennett & Lockyer, 2004; Jaffee, 2003; Sieber, 2005). 
Competencies and Skill Sets for Online Teachers 
Ongoing research on online education has focused on student achievement and 
characteristics, online instructional strategies, and technical support systems. Though it is 
true that virtual learning has seen tremendous growth, there are still gaps in teacher 
competencies, as noted by Kreber and Kanuka (2006):  
Given the expanding interest and demand for online learning, coupled with the 
results of studies showing that higher levels of learning are not easily achieved in 
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online courses, there is an imperative to advance our understanding of how to 
facilitate effective online activities. (p.121) 
One of the reasons for this gap in online teaching and learning has to do with the fact that 
virtual teachers depend on face-to-face pedagogical approaches in online classes. There is 
no doubt that face-to-face teaching competencies are not radically different from online 
teaching competencies (Klein, Spector, Grabowski & de la Teja, 2004). However, the 
methods for demonstrating these competencies may vary considerably between these two 
different formats. According to Naidu (2003), given the “opportunities that technology 
offers, careful attention needs to be paid to the pedagogy of learning and teaching 
transaction” (p.355). This implies that online teachers need to be competent and equipped 
with the skill sets enabling them to tap into the benefits of computer-mediated 
communication technologies that, as described by Eastmond (1998), include “important 
educational promise for engendering active and experiential learning, encouraging 
reflection and application, and fostering collaboration and individualized construction of 
meaning in learning communities” (p. 40).                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                             
 In their study, McIssac, Blocher, Mahes, and Vrasidas (1999) identified 
interaction as the most important learning activity in a distance learning environment. 
The framework used was Moore’s (1989), based on three interaction types: learner-
instructor interaction, learner-learner interaction, and learner-content interaction. A fourth 
interaction, the learner-interface interaction, was later added (Hillman et al., 1994). The 
online environment lacks real-time, audio-visual cues and therefore depends heavily upon 
text-based communication and interaction. This deficiency can be dealt with by 
instructors by creating learning communities and promoting social presence through 
24 
 
interaction. The study by McIssac et al. (1999) outlined some suggestions for online 
instructors: provide immediate feedback, participate in discussions, promote interaction 
and social presence, and use collaborative learning strategies through computer-mediated 
communication (CMC). Applying these strategies would foster the above mentioned 
interactions, thereby creating a dynamic learning space. 
In addition to being technologically competent and fostering interactions, 
Conceicao (2006) indicated that a successful online instructor is also an instructional 
designer, facilitator, catalyst, and learner. The role of the instructor at the beginning of 
the course is that of an instructional designer. This role is very important in terms of 
online education, as it is here that the instructor has to keep in mind many modalities in 
terms of curriculum content, delivery strategies, teaching methods, and teacher-student 
and student-student communication and interaction. Teaching online effectively requires 
understanding the opportunities and limitations of the virtual environment. Instead of 
being ‘a sage on the stage’, online instructors have to understand that they are ‘a guide on 
the side’ (Grow, 1996; Palmer, 1998). To be able to apply this concept, the teacher must 
first know how to construct an online teaching environment that directs students from a 
less controlling position necessary in a crowded traditional face-to-face classroom. 
Conceicao (2006) further stated that “successful online teaching depends on design and 
facilitation of instruction through the use of effective teaching strategies, including some 
strategies that are appropriate for any teaching learning environment and some are 
particularly critical for online environment” (p.8). In her later work, Conceicao (2007) 
also asserted that the designer of the online course “needs to re-think the learner role, the 
teacher role and the design of instruction in this new environment” (p.5). Therefore, face-
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to-face teaching skills are not immediately transferable in an online context, and teachers 
need to be aware of this dynamic of online teaching.   
In their qualitative study, Coppola, Hiltz, and Rotter (2001) delineated three roles 
for online instructors: a) the cognitive role, related to mental processes of learning, 
information storage, and thinking; b) the affective role, related to relationships building 
among students, instructors, and consequently the classroom environments; and c) the 
managerial role, related to class and course management. Their analysis revealed the 
specific faculty roles related to cognitive, affective and managerial activities. For 
example, the managerial role required greater attention to detail, more structure, and 
additional student monitoring in online teaching. After the online teacher had been able to 
engage students, this role ceded prominence to the cognitive role. Coppola et al. (2001) 
further stated that the cognitive role, “which relates to mental processes of learning, 
information storage, and thinking” (p. 9), became more complex as learning for an 
instructor developed into a two way process: a learning that engaged instructors in a 
deeper level of mental processing both in terms of editing the questions posed to the 
students and editing the responses from the students. While reading a student’s questions, 
an instructor had time to think rather than seeking an immediacy of response, which is 
sought in a face-to-face setting. This also gave time to the instructor to guide students to 
other relevant sources, which they may read and subsequently respond to. Both the 
instructor and students then thought, reasoned, and critically analyzed the content at 
hand.  
The instructors found that the affective role manifested itself differently in the 
online setting, due to the lack of facial expressions, eye-contact, voice qualities and body 
26 
 
movement. The instructors always felt a barrier associated with not being able to get 
through to quite an extent with their students in an online setting which consequently 
impeded communication. The affective role found entirely new modes of expression in 
spite of lack of non-verbal expressions in terms of intimacy created with a sense of 
connectedness in a virtual classroom. However, Coppola et al. (2001) noted that many 
teachers reported achieving greater sense of intimacy and connectedness with their 
students, especially when exchanging ideas and information in a virtual classroom. 
Students opened up with the teacher in a virtual classroom format because they were 
interacting with the teacher on an individual level rather than sharing space with other 
students. This gave both the teacher and the student a safe space to open up creating 
greater connectedness some faculty also noted that there was more formality in the online 
class, due to the lack of face-to-face interactions that are a basis of the relational aspect of 
teacher-student interactions.  
The combination of these roles gives the online instructor a new online persona, 
which may be different from the one typically developed in traditional classrooms. Most 
of the instructors reported that the teaching persona was still at the transitional stage. An 
understanding of the shift in teacher roles would help the teacher in transitioning from the 
traditional teaching mindset (persona) to the virtual mindset (persona). Powers and 
Mitchell (1997) examined a graduate course offered entirely online in order to study 
student performance perceptions of a virtual classroom. Findings in four areas were 
reported: peer support, student-to-student interaction, faculty-to-student interaction, and 
time demands. This research indicated that a true community of learners can cohere in a 
Web-based course, even though the participating students interacting with each other 
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were from different geographical locations. Both asynchronous and synchronous online 
discussions progressed smoothly, even if the instructors did not provide continuous input. 
Instructor awareness of everything that occurred during discussion sessions, whether or 
not they were present at the time, may have assisted students in staying self-directed and 
on-task. This is to say that sometimes the online teacher may not possibly be available on 
a day to day basis to the students in terms of continuous interaction, but may have other 
ways to make their presence felt. The knowledge that the teacher is aware of their work 
and is engaged with their learning may motivate students to be more enthusiastic about 
their learning. 
 A study by Funk and Daugherty (1998) was conducted about the advantages and 
disadvantages of using the Internet as a teaching and learning tool. The advantages 
reported from a student perspective were: “a) meaningful learning of technology through 
the integration of course content and computer applications; b) increased access to the 
most current and global content information available; c) increased motivation; and d) 
convenience” (Funk & Daugherty, 1998, p.21). The faculty responses were mixed 
regarding the usefulness of web-based instruction. Some described the wide range of 
difficulties they faced in the development of Web-based instruction, which pointed to 
areas where faculty needed the most help. Additional barriers identified were related to 
the lack of hardware equipment, technical support, and student readiness. Other faculty 
members noted that the availability of Web-based class resources increased student 
motivation and “that access to meaningful resources fostered critical thinking skills and 
allowed them to see new ways of interpreting and evaluating information. For example, 
several students acknowledged that gathering viewpoints and knowledge on Internet sites 
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caused them to debate previously held values and ideas” (Funk & Daugherty, 1998, 
p.33).  
 All of the online student interactions reported in Funk and Daugherty’s (1998) 
study fostered critical thinking, collaborative skills used to co-construct knowledge, as 
well as self-directed learning. Researchers have pointed out that online learning 
encourages critical thinking skills, especially when students work collaboratively in 
problem-based collaborative learning. Therefore, a teacher’s role focuses on being a 
facilitator who encourages collaboration and interaction (Ronteltap & Eureling, 2009). 
The barriers to the facilitator role found in Funk and Daugherty’s (1998) study implied 
that online teacher competencies, skill sets, and professional development should focus 
on technological training and support as a prerequisite for a successful Web-based 
instructional (WBI) experience. Anderson, Rourke, Garrison, and Archer (2001) identify 
three categories of online teacher roles in terms of teacher presence. The three categories 
are as follows: a) instructional design and organization; b) facilitating discourse; and c) 
direct instruction. Along with these roles, instructors have to be cognizant of learners’ 
needs in terms of who they are and what they can do/perform in virtual, student-centered 
environments. In this light, the role of instructors in creating a teaching presence is 
focused on the “design, facilitation, and direction of cognitive and social processes for 
the purpose of realizing personally meaningful and educationally worthwhile learning 
outcomes” (Anderson et al., 2001, p.5). The design component pertains to planning the 
details of the academic content (structure, pacing etc.), while administration implies 
ensuring smooth course delivery. Discourse facilitation requires cognitive and affective 
engagement of learners through strategies that activate interest and motivation, thus 
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creating an interactive learning environment. Direct instruction, which is pivotal to online 
teaching, is demonstrated by “teachers [who] provide intellectual and scholarly 
leadership and share their subject matter knowledge with students” (Anderson et al., 
2001, p. 8). Direct instruction manifests itself in the online setting as delivering content in 
an engaging manner, which involves focusing question-based discussion sessions on 
specific issues, summarizing these discussions, confirming understanding through 
assessment and explanatory feedback, diagnosing misconceptions, supporting the 
acquisition of knowledge from diverse sources (Web-based, offline, or personal 
experience), and responding to technical concerns of the students. The concept of 
teaching presence is essential to building meaningful learning interactions within the 
online classroom.  While Anderson et al. (2001) provided insight regarding importance of 
teacher presence and competencies associated with it, Salmon (2000) proposed a more 
detailed five-step model, which serves as a guide for online teachers. Salmon’s (2000) 
model showed incremental progression in the way that the teachers and students interact 
with each other and that, through information exchange, knowledge was constructed. The 
teacher was an active facilitator throughout this process. This model serves according to 
Muirhead (2002), “positive progression in the quality and intensity of interaction between 
students and between students and their teachers. The online instructor’s role is 
multidimensional and changes at different stages depending upon the student needs and 
circumstances within each class” (p.1). The way the online teacher interacted and 
communicated with the students depended on what the students needed at that particular 
stage. The online teacher directed student learning with the following step-wise 
framework:  
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Figure 1 
Five-step model for directing online student learning  
    
Figure 1. Five-step model for directing online student learning. Adapted from E-
tivities: The key to active online learning by G. Salmon, 2002, London: Kogan Page, 
p. 24. 
 Step 1 - Access and Motivation: The first step was aimed at helping students get 
familiar with online learning. “E-moderators should not be complacent about 
entry level skills to online learning! There are still many novices ‘out there’” 
(Salmon, 2002, p. 24).  A student’s initial anxiety can be addressed by sharing 
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email messages and class messages. The initial assignment can be of a lesser 
difficulty level, thus boosting their confidence and motivation level. 
 Step 2 - Online Socialization: The second step suggested by Salmon (2002) was 
to encourage an active and lively online community through online activities (or 
e-tivities) that help create trust among students. As trust develops, so does 
students’ participation.   
 Step 3 - Information Exchange: At this step, instructors should utilize e-tivities 
that initiate and encourage discovery learning. Assignments should be designed in 
such a way that students get opportunities to explore and share knowledge by 
means of class readings and discussions.  
 Step 4 - Knowledge Construction: Instructors have to focus on e-tivities that 
help students use higher order thinking skills. Class projects promote the 
application of students’ unique understanding and interpretation of a given topic. 
Instructors at this stage need to be intentional in their feedback to students so that 
they analyze their work critically, leading to the enhancement of students’ critical 
thinking skills.  
 Step 5 - Development: Students at this stage should be able to monitor and 
evaluate their thinking.  
 Salmon (2000) used the concept of “e-moderator” to emphasize this role in online 
teaching. The step-by-step framework by which students become proactive learners also 
prompted teachers to refine their own competencies from an inexperienced stage to that 
of a confident online e-moderator in terms of the following: understanding the online 
process, technical skills, virtual communication skills, content expertise, and personal 
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characteristics (Salmon, 2000, p. 40). The role of an e-moderator is crucial, as it enhances 
the ability to hone in competencies and skill sets pertinent to online learning, as 
summarized by Salmon (2000): 
They pull together the participants' contributions by, for example, collecting up 
statements and relating them to concepts and theories from the course. They 
enable development of ideas through discussion and collaboration. They 
summarize from time to time, span wide ranging views and provide new topics 
when discussions go off track. They stimulate fresh strands of thought, introduce 
new themes, and suggest alternative approaches. (pp. 32-33) 
 
 The International Board of Standards for Training Performance and Instruction 
[IBSTPI] (2003) at first grouped online teacher competencies into the following domains: 
a) professional foundations; the ability to communicate effectively and to be 
professionally proficient in terms of upgrading ones skills and knowledge; b) planning 
and preparation; plan instructional methods and prepare for instruction; c) instructional 
method and strategies: a set of seven competencies pertaining to student learning and 
engagement involving facilitation skills, questioning skills, presentation skills and 
ensuring learning through feedback; d)  assessment and evaluation: assessing learning 
and performance as well as evaluation of instructional effectiveness; and e) 
implementation and management: managing the online environment and instructional 
process through the apt use of technology. The idea of evaluation of instructional 
effectiveness resonates with the online teacher being a reflective practitioner and thus 
refines one’s teaching skills. This also resonates with the idea of reinforcement of newly-
acquired competencies and skill sets. Through a three-year study involving detailed 
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literature reviews, focus group discussions, and large international surveys, these 
competencies given by IBSTPI (2003) were validated globally.  
Shank (2004) listed competencies for online instructors that applied directly to 
asynchronous instruction, but could also be applied to other general contexts in terms of 
online instruction, with modifications as the context demands. Instructional competencies 
were grouped into five categories: a) administrative: provides roadmaps for instruction 
assuring smooth course operations by providing clear expectations, objectives, and 
policies and posting course materials; b) design: planning activities and providing 
learning opportunities in the online environment; c) facilitation: providing opportunities 
for online discussion, negotiation, debate, fostering knowledge sharing, questions, and 
providing online resources; d) evaluation: clear grading criteria, using grading rubrics, 
help in assignment completion; and e) technical: overcoming barriers due to technical 
glitches.  
The roles identified by Shanks (2004) overlap to a large extent with the ones 
further elaborated on by Ferdig, Cavanaugh, DiPietro, Black, and Dawson (2009) who 
outlined eight teacher roles in virtual environments after a synthesis of best practices 
from research: a) instructional designer; b) teacher; c) online facilitator; d) local key 
contact; e) mentor; f) technology coordinator; g) guidance counselor; and h) 
administrator. Every school had unique demands that required the online teachers to take 
the roles as deemed fit in the school systems. The focus of these standards given in the 
documents was the role of the teacher in the online environment in terms of best 
practices/standards. The most acknowledged best practice roles identified in the 
documents were: personal criteria, communication, pedagogy, and programmatic criteria 
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for organization. Most of these roles overlap with the other studies, except for 
programmatic criteria, which can be defined as the ability to make modifications to 
content and delivery, keeping records of student data, and knowledge of prior student 
knowledge and readiness level. The programmatic criteria competencies resonate with 
the competencies and skill sets propagated by the online schools with regards to 
personalized performance learning, wherein education is personalized to each student’s 
individual abilities. After a detailed synthesis, and outlining possible best practices, 
Ferdig et al. (2009) maintained that there was still a great scope and need for research in 
K-12 online education, and they recommend “…yet we do not currently have best 
practices, standards or endorsements by which to evaluate teachers and for us in 
designing their teacher education and professional development” (p.218). 
  Goodyear et al. (2001) reported about the competencies and skill sets of online 
teachers based on a workshop. They worked in collaboration with practitioners and 
researchers in online education, IBSTPI & Center for Studies in Advanced Learning 
Technology [CASALT], Lancaster University, and the Joint Information Systems 
Committee of the UK universities. The importance of online teacher competencies and 
skill sets were emphasized on a global scale at this international workshop where this 
group of 30 distinguished researchers met to describe and outline the role of online 
instructors, in order to obtain a uniform understanding of teacher roles in an online 
environment.  
Goodyear et al. (2001) outlined the following roles and competencies of online 
instructors as: a) process facilitator; b) advisor/counselor; c) assessor; d) researcher; e) 
content facilitator; f) technologist; g) designer; and h) manager/administrator. After the 
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initial meetings, the workshop focused on the process facilitator role in detail. As the 
name suggests, this role entails ensuring student learning through the facilitation of a 
range of online activities. Goodyear et al. (2001) further associated six task areas with the 
process facilitator role: welcoming, establishing ground rules, creating community, 
managing communication, modelling social behavior, and establishing the teacher’s own 
identity. A preliminary list of numerous competencies were also associated with the 
process facilitator role. Some of these competencies included: both challenge and support 
participants in group and individual settings; help students becoming self-directed 
learners; encourage the formation of community of practice to promote learning for 
students; and the ability to comprehend factors that influence student learning for 
example culture, learning needs, expectations, etc. Each competency resonated with one 
or more of the above listed task areas.  
 However, in some studies, instructional design was considered an important role 
for virtual instructors and defined as a role that stressed planning, organizing, and 
structuring the course components (Anderson et al., 2001). Additionally, Williams (2003) 
also reported that the roles that most instructors rated as essential were those of 
instructional designer, instructor/facilitator, trainer, and leader/change agent. However, 
he maintained that the design of interactive technologies and teaching strategies models 
were more important. On the other hand, Berge (2009) emphasized managerial roles and 
pedagogical tasks related to course management; managerial aspects included course 
planning, organizing, leading, controlling and carrying out planned actions. Berge (2009) 
also stressed that the social role was significant to teachers as facilitators because 
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developing interactions was important for the successful implementation of online 
courses, as it re-affirmed the student-teacher relationship.  
 While the above mentioned roles and categorizations are pertinent to online 
learning, Varvel (2007) further divided competencies into knowledge-based and 
performance-based. Even though his competency categories were administrative, 
personal, technological, pedagogical, assessment, and social, he also highlighted the need 
to give a hierarchy to these competencies and skill sets. Varvel (2007) pointed out that 
some competencies are preferred attributes rather than core requirements, while noting 
that instructors would be competent at different levels, and thus assigned the rankings of 
“competent” and “exemplary” for instructors according to the level of their abilities. 
Varvel (2007) labelled preferred attributes as exemplary, as the instructor possessing 
these attributes excelled beyond the normal level of competence. The remaining core 
competencies were categorized as the basis of core competencies in a highly capable 
online instructor.  
In their analysis, Banwane and Spector (2009) used a survey to rank virtual 
instruction competencies. The pedagogical role received the highest priority, followed by 
those of professional, evaluator, social, technologist, advisor, administrator, and 
researcher. The authors recommended that online teachers be trained according to the 
rankings of the particular competencies that the role demanded. They further elaborated 
their point by stating that “keeping these objectives in mind, a curriculum developer 
could then select appropriate training areas and design appropriate activities to develop 
the specific targeted competencies” (p.393). Training objectives for pedagogical roles 
would have the following competency objectives: the online teachers would be able to a) 
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design instructional strategies; b) develop appropriate learning resources; c) implement 
instructional strategies; d) facilitate participation among students; and e) sustain students’ 
motivation. As the pedagogical role was ranked the most important for online teachers, 
whenever teacher training and professional development are being designed, it is 
recommended that pedagogical roles should be a foundational core course or module. 
The competencies that received lower ranking should be taught or added to the 
curriculum in a follow-up phase, keeping in mind the hierarchy of roles obtained via 
ranking in the study. The online instructors the researchers surveyed were apprehensive 
of the administrative roles that were expected of them, but were open to roles such as 
facilitating the learning process, being a content expert, and designing online courses.  
  Building on the University of Lancaster and IBSTPI workshop, UNESCO (2005) 
detailed its framework for informational and communication technology (ICT) in teacher 
education as follows: 
 Content and pedagogy: Refers to teachers’ knowledge and instructional 
practices, which require the application of ICT to teaching and learning; 
 Collaboration and networking: Utilizes the communicative potential of ICT to 
extend learning beyond the classroom for development of new skills; 
 Social Issues: Relies on legal and ethical codes, while using ICT for promotion of 
a healthy society; 
 Technical Issues: Establishes technical proficiency and supports ICT integration 
(p.12). 
Zwaneveld and Bastiaens (2007), after studying the online teacher competencies 
and skill sets in the Netherlands, posited that the ICT competencies for teachers are too 
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narrow in terms of applications to teaching. They outlined a set of five more general 
competencies: 
 Individual media competency: Pertains to effective software and hardware 
usage in teaching; 
 Critical media competency: The selection of the appropriate teaching materials 
from educational, humane, and social perspectives. Some Internet-based 
resources, such as games and reference sites, can paint an inaccurate image of 
reality. Therefore, teachers need to helps students to become critical users of 
digital information; 
 Lifelong learning competency: Zwaneveld and Bastiaens (2007) point out that 
the adage ‘once a media competent teacher, always a media competent teacher’ is 
not true. By contrast, constant adaptation to newer emerging technologies is 
required of virtual teachers; 
 Competency to guide teaching and learning: Entails optimizing learning 
processes for both individual students and groups, designed to help students meet 
the expected learning outcomes, whether those outcomes affect future 
scholarship, careers, or roles in society. Incorporation of media tools must be 
done in such a manner that they are integral components of learning rather than 
add-ons with no enrichment value  
 Educational design competency: Focuses on the competency of designing and 
developing materials for teaching. (Zwaneveld and Bastiaens, 2007, p.5). 
An important aspect of Zwaneveld and Bastiaens’ article (2007) is the application of the 
terms ‘critical media competencies’, ‘lifelong learning competencies’ and ‘educational 
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design competencies’ to online education and how they relate to the process of teaching 
online.It speaks to both the critical competency in choosing the materials that pertain to 
educational, humane, and social perspectives as well as materials and tools designed to 
help students meet the expected learning outcomes, as this learning, and these outcomes 
affect future scholarship, careers, or roles in society. 
 Awouters and Jans (2009) posited that there is a need to strengthen online teacher 
competencies through a more comprehensive degree in e-learning. This position is based 
on the premise that the levels of support and training currently given to teachers are 
inadequate. Instead of quick fixes, they suggest a two-year e-learning postgraduate course 
divided into four modules: 
 Pedagogical: Focuses on learning theories, specifically the connectivist theory for 
online learning, based on the principle that online learning suits digital learners 
who tend to learn in a networked environment. The ever-changing demands of 
this setting make it imperative that teachers stay up-to-date. 
 Technical: Studies the effect of new technologies for learning and refines present 
instructional strategies by integrating the latest innovations. For example, using 
mobile devices will necessitate strategies like using shorter modules and smaller 
chunks of information (Harper, 2008). 
 Communication: Studies the role of teachers as communicators or e-moderators. 
 Project: Incorporates all of the previously learned elements as a way to 
demonstrate that teachers can effectively teach based on the acquired 
competencies. (Awouters & Jans, 2009) 
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This postgraduate e-learning course, according to the authors, is not an end in itself. This 
degree would prepare and empower teachers to thrive in an online classroom 
environment.  
While Awouters and Jans (2009) emphasized the empowerment of individual 
online teachers, Howell, Saba, Lindsay, and Williams (2004) looked at encouraging the 
involvement of the institution in supporting online instructors. They suggested eight 
strategies to address concerns regarding skills and competencies of distance instructors 
with institutional actions, as follows:  
 Enable colleges and departments to take more responsibility for distance 
education and technology;  
 Create and support integration activities;  
 Provide faculty with more information about distance education programs and 
activities;  
 Encourage faculty to incorporate technology into their traditional classrooms;  
 Provide strong incentives for faculty to participate in distance courses;  
 Improve training and instructional support for distance education faculty;  
 Build a stronger distance education faculty community; and  
 Encourage more distance education scholarship and research (Howell et al., 2004, 
p.39). 
 The first step in the process would be to provide faculty with more information, 
which means that institutions should help them acquire some experience integrating 
technology into their classrooms. Howell et al. (2004) state that “supporting their efforts 
to do so will help facilitate the transition from traditional to distance learning models” 
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(p.41). According to Schifter (2000), the success of electronic, web-based, courses (e-
courses) depends not only on the institutional support as suggested by Howel et al, (2004) 
, but also on the reasons as to why the faculty chose to teach in a distance learning setting 
or what are the what motivating factors for the choice to teach web-based courses. 
Schifter (2000) studied both the motivating factors as well as the demotivating factors 
pertaining to the choice to teach online. The motivating factors were: new opportunities 
for intellectual challenge; diversify program offerings; opportunity to introduce and 
develop new ideas; job satisfaction; and an opportunity to improve teaching. For 
example, Schifter (2000) suggests that the flexibility offered in a distance learning setting 
could be a motivator for an online instructor ‘‘for faculty already comfortable teaching 
with technology in the traditional classroom, teaching at a distance is an opportunity to 
offer flexibility to students’’ (p. 46), but even though faculty may be persuaded to teach 
online there are some factors that discourage faculty from teaching online. The 
demotivating factors identified were: lack of release time; lack in terms of financial 
compensation/pay; and insufficient institutional/administrative support. The implications 
of this study indicated that the teachers were intrinsically motivated to teach online 
classes, but lack of incentives, time constraints as well as lack of administrative support 
discouraged them from actively pursuing teaching distance education classes. Even 
though this study was for higher education, there can be transference of instructional 
strategies to the K-12 online environment. 
 One of the reasons for offering online courses, as cited by a survey conducted by 
National Center for Education Statistics (2005), is meeting individual student needs. To 
maximize the potential of online learners, careful attention has to be given to the broader 
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range of needs presented by diverse learners. These students may be highly intelligent 
gifted learners, school drop-outs, at-risk students with disabilities, or credit-recovery 
students, all, “of who seek personalized pathways to learning opportunities” (Watson & 
Gemin, 2008, p. 4). One of the many advantages of the online classroom is the ability to 
address student needs on a one on one basis. A study by Shoaf (2007), on the advantages 
and disadvantages of online learning in a school setting, enumerates the following 
advantages:  
(1) individualized instruction for each student (2) pacing of instruction for the 
students at their own pace and their appropriate level (3) Instruction of some 
subjects a challenge (for example P.E, gym and music). (4) Social engagement 
needs more opportunity (5) Ability to modify lessons is offered in this particular 
vendor which was considered a strength by both the teachers and parents.(6) 
organization of the school day according to student needs. (p.191) 
 
Shoaf’s (2007) study points to the fact that, out of the many competencies of 
online teachers, the ability to align their teaching to student needs is crucial, particularly 
in terms of choosing the various technologies and associated instructional strategies that 
make the content alive and understandable to the students. A study on the use of podcasts 
by online teachers concluded that they helped students understand the content better and 
find it more meaningful, especially because they could listen to the instructors’ 
explanations rather than just discussing the material on the discussion board or reading 
the text online (Bollinger, Supanakorn & Boggs, 2010). This research focused and 
reinforced the idea that online teachers must not merely be aware of emerging 
technology, but must also know how to actively use the technology to facilitate learning.  
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 According to Palloff and Pratt (2000), “in order to successfully navigate the 
power of this medium, faculty must be trained not only in the use of technology, but also 
to shift the ways in which they organize and deliver material…to maximize the potential 
for learners” (p.3). According to Kemshal-Bell (2001, as cited in 
www.slideshare.net/shivsony), the key skills and attributes of an online teacher as rated 
by teachers themselves, on a scale of 0 to 3, were: 
 Ability to provide effective online feedback (2.86) 
 Ability to engage the learner (2.84) 
 Ability to provide direction and support (2.82) 
 Skills in online listening (2.76) 
 Ability to use email effectively (2.70) 
 Ability to motivate online learners (2.66) 
 Positive attitude to online teaching (2.66) 
 Skills in effective online questioning (2.6) 
(Kemshal-Bell, April, 2001, p.6) 
All of the above attributes associate value to online teacher competencies and skill sets, 
in that they address student needs. Kemshal-Bell (2001) also reported student perceptions 
to online learning. On the positive side, online learning experiences are characterized as 
intense, challenging, emotional, dynamic, addictive, fun, stimulating, flexible, 
empowering, and intellectually stimulating. On the less positive side, such experiences 
are also seen as time-consuming, frustrating, lacking feedback, isolating, bewildering, 
and representing a lot to grapple with. 
44 
 
According to Singleton (2004), the role the teacher played in establishing a social 
presence in an online environment was essential for online learning (Singleton, 2004). 
The social role competencies included the establishment of community, interactivity, and 
working in groups by relying on appropriate communication and support. 
Communication should also be designed in such a way that students can interact with 
their instructors, peers, and the course content. Additionally, they should communicate 
the difficulties they may be facing during this process by having open discussions about 
the exchanges with peers, teachers, as well as content. Taking the student perspective on 
online teacher competencies and skill sets enables a balanced view of effective online 
teaching.  
 
The competencies and skill sets expected of online teachers are strongly related to 
content expertise and facilitation. At the same time, they support the development of safe 
environments where all interactions are carried out smoothly. Virtual instructors may 
have to deal with discipline issues that may become detrimental to student learning if not 
addressed in a timely manner. At times, students may seem unable to apply their 
interpersonal skills when not directly interacting with peers and/or teachers in online 
settings. Because they lack the face-to-face dynamics, the participants may seem less real 
to one other, more of a ‘virtual person’ rather than a living human being. A possible 
result is that they may be less careful with the words they use in an environment in which 
the written word is the predominant form of communication. Under these circumstances, 
harmless-seeming remarks quickly escalate into hostility, insults, and abusive language. 
This is a risk that has plagued message boards and social networks since the inception of 
the Internet. In a classroom setting where students are encouraged to collaborate, such 
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discord can be extremely damaging. The ability to detect the early signs of a potential 
conflict in order to defuse the tension is critical for online instructors who wish to 
promote a positive classroom atmosphere. Such ability requires a new set of interpersonal 
communication skills specific to online environments where teachers perform the role of 
e-moderators. 
  Alley and Jansak (2001) reinforced this idea of addressing diverse student needs 
in terms of learning in a web-based learning environment. They also identified several 
principles of quality online teaching and learning, based on which they recommend 
student-centeredness and a focus on the following:  
 Knowledge is constructed, not transmitted (requiring the role of teachers as 
facilitators);  
 Students can take full responsibility for their own learning;  
 Students are motivated to learn; 
 The course provides ‘mental white space’ for reflection;  
 Learning activities appropriately match student learning styles;  
 Experiential, active learning augments the Web-based learning environment; 
 Solitary and interpersonal learning activities are interconnected;  
 Inaccurate prior learning is identified and corrected;  
 ‘Spiral learning’ provides for revisiting and expanding prior lessons;  
 Teachers are able to guide the overall learning process. (Alley & Jansak, 2001, p. 
6-17)  
Young (2006) further confirms Alley and Jansak’s (2001) perspective, but adds 
that the student viewpoint about online teacher competencies is also significant. In 
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Young’s (2006) study on online student perceptions, the following attributes were found 
to be important for online teachers to keep in mind: adapting to student needs, using 
meaningful examples, motivating students’ to do their best, facilitating the course 
effectively, and showing concern for student learning for effective online teaching. The 
students deemed effective teachers are those who, “work hard to involve everyone in 
learning activities, communicate well, offer flexibility, provide meaningful and practical 
connections between theory and practice, and are committed to doing what is necessary 
to make an online course effective.” (Young, 2006, p.75). 
 There is a growing body of research about faculty in terms of teaching 
competencies and skills sets in virtual environments in higher education, but not nearly 
enough focused on K-12 teachers. With the increasing number of online and blended 
schools, teacher preparation may need to look into online teacher competencies, skill sets, 
and professional development. Such programs would be able to plan instructional 
modules according to the emerging needs of 21st century online educators. As online 
education is becoming an alternative to face-to-face instruction, it is essential that 
research-based instructor competencies must be a part of professional development 
training programs for effective online teaching.  Curriculum designers can study the 
student/instructor perspectives of competencies and skill sets for online instruction. The 
results could provide guidelines for developing competency-based teacher training and 
professional development programs. Queiroz and  Mustaro (2003) state that it is crucial 
to reflect upon the roles and competencies of online teachers as their professional practice 
does not just imply transferring the skills and materials used in traditional classes. 
Moreover, “each medium requires different approaches to be used. The teachers should 
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be trained to work online and ‘instructed’ so they can achieve their pedagogical goals in a 
more effective, creative and innovative way when using a Virtual Learning Environment” 
(Queiroz & Mustaro, 2003, p.1). 
Teacher Professional Development and Efficacy 
There has been a steady emphasis in professional development programs on 
bringing about a change in student achievement and teacher efficacy (Gusky, 1995). 
Numerous studies consider the role of professional development in improving practice 
(Bissaker, 2001; Ingvarson, Meiers, & Beavis, 2005). Darling, Hammond, and 
McLaughlin (1995) posit that professional development is meant to deepen teachers’ 
understanding of the teaching process by taking into consideration both their own 
professional practice, as well as the learning process of their students. The focus of 
professional development would then be the teachers reflecting on their pedagogical 
knowledge and procedures. Based on these reflections, teachers may then collaborate 
with other teachers to form a community of practice. Gusky (1995) states that 
“professional development is [the] systematic efforts to bring about change in the 
classroom practices of teachers, in their attitudes and beliefs, and in the learning 
outcomes of the students” (p.381). This definition focuses on change in both teachers, as 
proactive, reflective professionals, and students, as benefitting from better learning 
outcomes through the change in their respective instructors.  
Learning Forward (2011), issued by the National Staff Development Council, 
defines professional development as “a comprehensive, sustained and intensive approach 
to improving teachers’ and principals’ effectiveness in raising student standards” (p. 2). 
This definition is supported by Mizell (2010), who adds that “the deliberate grinding 
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work of improving the educators’ performance requires their sustained learning. The 
ultimate test of that learning is whether it enables teachers to more effectively address 
gaps in what their students know and can do” (p. 2). In this case, professional 
development serves as a means to enact change both in teachers and students, as it 
underscores learning for the former through continuing education and for the latter by 
effectively filling the gaps in learning. Reeves (2010) proposed three important 
characteristics of high-impact professional development: 1) focus on student learning; 2) 
rigorous measurements of adult decisions; and 3) focus on people/practices as opposed to 
programs (p.21). Professional development based on student learning needs would be 
effective, as it could address the gap between actual student performance and expected 
student learning outcomes (Cohen & Hill, 1998; Killion, 2002a). The focus of 
professional development is to promote teacher learning to promote student learning. 
According to Day (1999): 
Professional development . . . is the process by which, alone and with others, 
teachers review, renew and extend their commitment as change agents to the 
moral purpose of teaching; and by which they acquire and develop critically the 
knowledge, skills and emotional intelligence essential to good professional 
thinking, planning and practice with children, young people and colleagues 
through each phase of their teaching lives. (1999, p. 4) 
 Teachers’ Perspectives (2000), a small scale study by the National Foundation for 
Educational Research - Continuous Professional Development, focused on the continuous 
professional development (CPD) needs most frequently mentioned: teachers’ knowledge 
of their respective academic subject area(s), the use of ICT and the Internet in the process 
49 
 
of implementing curricula, assessment, support systems for students with special 
educational needs, and leadership skills. On the basis of these studies, CPD and the 
integration of technology into professional development sessions are essential for online 
teachers. 
The Evolving Focus of Professional Development  
Different models of professional development have evolved over the years, 
reflecting different trends and approaches to both education and teacher effectiveness. In 
the 1960s and 1970s, professional development primarily targeted creating change in 
teacher behavior by means of new interventions expected to be transferred back to the 
classroom. This changed in the 1980s, when teacher preparation and professional 
development became geared more towards school improvement and reform. From the 
1990s onwards, the focus of educational research shifted to student achievement, which 
became a basis of professional development. This is due to accountability measures 
which allowed the tracking of student achievement, thus becoming salient in the field of 
education (Elmore, 2000). Recently, there has been ongoing research on both teacher 
quality and student achievement. Consequently, the object of professional development 
has been directed towards equipping teachers with the competencies and skill sets 
necessary to improve their effectiveness. The Consortium for Policy Research in 
Education for Strategic Management of Human Capital (SMHC, 2009) recommends 
redesigning systems in terms of recruiting, preparing, selecting, developing, retaining, 
evaluating, and compensating teachers. Under these circumstances, human capital is the 
‘people side’ of education reform. The recommendations take into consideration the fact 
that educational reform in the past did not stress the central role of human capital in terms 
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of the potential and various roles teachers play to support student achievement. SMHC 
(2009) notes that “for the past two decades policy reforms have focused on standards and 
assessments. Reforms have not given high priority to the central role of human capital; in 
particular, how to cultivate and extend more broadly the expert performance of teachers 
and principals” (p. 2). Feiman-Nemser (2001) recommends professional development on 
a “continuum” spanning over the years of professional practice.   
In this light, professional development “could be successful if it took place over 
time (not one session only), was integrated with the school context, and focused on 
helping teachers not just acquire new behaviors but change their assumptions and ways of 
thinking and (reflectiveness) as well” (Smith et al., 2003, p.7). All of these expectations 
cannot be fulfilled in a traditional professional development, so there is a need for 
improved professional development that has all of these components (Ball & Cohen, 
1999). Smith et al. (2003) state that “teachers should adopt a ‘change orientation,’ seeing 
themselves not as teachers who master and then replicate instructional tasks dictated from 
the outside but as learners who must constantly grow from their own practice, through 
experimentation problem solving and refection on their work” (p.7). 
The choice of a professional development program should not be based on its 
popularity, or its ease of adaptability, or even because some stakeholders recommend it. 
High-impact professional learning and development should be evaluated not only by the 
criteria of student learning and measurement, but also by taking into consideration a clear 
analysis of the decisions made by teachers and leaders regarding all the aspects of 
professional development. Therefore, high quality professional development should focus 
on people and practices, not programs (Reeves, 2010). 
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 Wei et al. (2009) pointed to a significant disconnect between teacher expectations 
of professional development and what they actually learn in such sessions. To this effect, 
Mizell (2009) provided a relevant overview in his blog: 
Expectations are at the heart of professional development. Many educators don’t 
expect much because they have often been victims of poorly conceived and 
executed professional development . . . Each day, for thousands of educators, this 
syndrome of low expectations jeopardize the quality and results of professional 
development. There is a need to develop a systematic approach that allows for 
higher and more reliably-met expectations to ensure that the time and resources 
expended towards professional development promotes best practices geared 
towards student achievement. 
(www.nsdc.org/learningBlog/archives.cfm/category/hayes-mizell) 
 
Poorly conceived professional development is unable to raise the bar of teacher 
effectiveness, as it does not focus on what the teachers actually need or encourage 
teachers to grow. In such circumstances, teachers are not even aware of the resources that 
ought to be at their disposal and have no way of knowing how much their strategies and 
skills could be improved; this leaves them at a disadvantage, which they do not have the 
knowledge or experience to rectify. More rigorous professional development programs 
are needed.  
Stigler (2002) states that teachers need to analyze practices, both theirs and those 
of other teachers, in order to understand and experience teaching strategies, practices, as 
well as learning processes through a cause-and-effect lens. He mentions three strategies: 
firstly, if a student is not learning, the teacher could come up with some “hypothesis and 
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link it back to the instruction” (p.7). Secondly, teachers have to be exposed to and trained 
in alternative teaching practices. Thirdly, teachers need judgment and discernment in 
deciding which strategy would work best based on analysis and scrutiny of alternative 
practices. However, this kind of analysis has not been an integral part of teacher 
professional development. 
 Moreover, Murray (2010) notes that one of the many reasons to pursue 
professional development is the need for empowerment, defined as a process by which 
teachers become aware of their potential in terms of “engaging in, sharing control of, and 
influencing events and institutions that affect their lives” (p. 3). The concept of 
empowerment works on the principle of proactively seeking ways to ensure reflective 
teaching, wherein the teacher critically reflects on the process of what he or she has 
learned professionally and to what extent is it applied in the practical classroom 
environment. Therefore, professional development should not merely be some activity 
wherein a school system requires a teacher to work on some unplanned, haphazard 
workshop/seminar sessions for a certain amount of time. Instead, it should be a process of 
seeking to refine one’s teaching and learning skills. Mizell (2011) proposes that 
“professional development is the only practical tool school systems have to engage 
learners in the learning necessary for them to increase the effectiveness of their 
instruction and classroom management” (p.2). All teachers require professional 
development because of the increasing expectations placed on today’s educational 
institutions by an ever-changing society. The evolving nature of schooling and the school 
environment has challenged the whole concept of teacher roles.  
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 Last, but not the least is the reform-based professional development which targets 
at activities that (both in terms of time and duration) provide space for sustained learning 
opportunities (Corcoran, 1995b; Darling Hammond, 1995; Stiles, Loucks-Horsley & 
Hewson, 1996). Boyle, B., Lamprianou, I., & Boyle, T., (2005) point out the advantage 
of such professional development as, “…they provide teachers with sufficient time, 
activities, and content necessary to increase knowledge and encourage meaningful 
changes in their classroom practice” (p, 5). The reform activities that guide the PDs could 
be study groups wherein teachers collaborate and interact with reach other based on 
common concerns identified by the group; mentoring systems wherein new teachers are 
mentored as a group or one-on-one basis; formation of communities of practice be it face 
to face or online; all of these as well as other activities that help teachers refine their 
teaching (Loucks-Horseley, Hewson, Love, & Stiles, 1998).   
Professional Development Needs of Online Teachers  
Educational research, reforms, policies, and expectations from all quarters of 
social life have set high standards for students and teachers, especially in terms of 21st-
century skills. Along with core knowledge instruction, students must also learn the 
essential skills required for success, such as critical thinking, problem solving, 
communication and collaboration in the context of local, national, and global needs. 
Experts have recommended strong support systems to sustain these educational needs in 
terms of standards, assessments, curriculum and instruction, professional development, 
and learning environments. These support systems ensure that students are more engaged 
in the learning process and graduate better prepared to thrive in the global economy.  
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The onus of responsibility in terms of achieving these goals cannot solely be 
placed on teachers. However, teachers could be effective agents of change with support 
and guidance from school leadership. There is a dearth of research in the area of K-12 
online teaching and learning compared to higher education, so there is a need for the 
former sector to develop its own body of research that will identify the best practices in 
online teaching and learning. As K-12 settings are unique and learners are different from 
adult learners in post-secondary settings, professional development should result in the 
creation of a cadre of “teachers who understand learning as well as teaching, who can 
address students’ needs as well as demand of their disciplines and who can create bridges 
between students’ experiences and curriculum goals” (Darling-Hammond, 2005, p.5). 
Drawing from the abovementioned research, professional development would mean that: 
 Teachers have to be proactively involved in their own learning process so that 
they are equipped with the competencies and skill sets expected to facilitate 
student learning; 
 The purpose of professional development should be to raise the performance 
levels of both the educators and their students (Mizell, 2011). 
This proactive continuous professional development practice is even more 
pertinent to the online learning environment because of its novelty and unique nature, 
where traditional teaching and problem-solving skills already mastered by the teacher 
may turn out not to be as effective. There is a need to equip online teachers with an 
understanding of the nature of online student-teacher interaction and challenges that arise 
due to the distance added by the medium of instruction.  Moreover, the competencies 
needed in this field are different from those needed in face-to-face environments; 
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therefore, online teaching requires specific professional development. Davis and Rose 
(2009) agree “online teachers must also develop an understanding of how and when to 
provide student support, how and when to provide opportunities for interaction, the 
appropriate selection and use of resources, and the development of resources to serve 
specific instructional purposes” (p. 9).  
The first reason for providing specialized professional development for virtual 
teachers has to do with the fact that most of them have the skills needed for face-to-face 
instruction, based on which they possess state-issued teaching licenses. However, 
DiPietro, Ferdig, Black, and Preston (2009) point out that the skills needed for teaching 
in the face-to-face environment are not always transferable to online settings. There is a 
pointed change in the way teaching takes place in an online format, which calls for an 
understanding of both the changes to teacher roles and the competencies prompted by this 
paradigm shift. A lack of understanding of the pedagogical transformations required by 
online teaching could lead to teacher stress (Briggs, 2005). The same researcher pointed 
out that a teacher’s “role is at the heart of conflict and ambiguity in organizations and it is 
suggested that online roles and competencies are different from those required in the 
traditional learning environment” (Briggs, 2005, p. 258). Meloncon (2007) observed that 
“[if] educators are changing teaching places, they need to redefine themselves in light of 
the change in landscape” (pp.37-38). The process of re-defining teacher roles and the 
associated competencies takes time and persistent effort. Consequently, teachers without 
appropriate professional development support may simply replicate with minimal change 
the skills they have acquired in presentation settings, thus not living up to the challenges 
and subsequent rewards of being online teachers. Failing to recognize the presence of an 
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interactive, if no longer immediately visible, audience and transform their presentational 
style “from one of disseminating information to one of creating learning environments 
where students co-construct knowledge through interactions” (Vaughan, 2010, p. 61) 
may prove detrimental to students. For example, one of the most important aspects of 
online teaching is the necessity of being cognizant that building online learning 
communities, which are equivalent to the offline classroom social environment, is 
essential to successful learning outcomes. It is in these spaces that student-student and 
student-teacher interactions take place, and these interactions create a “web of learning” 
(Palloff & Pratt, 2007, p. 5).  
The second reason, specific to online instruction, for the need for professional 
development has to do with the ever-changing nature of both teaching and virtual 
environments. The fluid nature of learning demands certain teacher competencies and 
skill sets, some of which are required in face-to-face instruction as well but are more 
pertinent to the nature of online learning. All communication in online settings is 
technology-based, so any related technical literacy skills would have to be developed. 
Online communication must also be closely monitored, and online instructors must have 
control over the finer aspects of communication. To that effect, “although all teachers 
should possess good communication skills, this is particularly critical in online 
environments where much of the communication occurs without the visual cues 
associated with face-to-face communications” (Davis & Rose, 2009, p. 9). Unclear 
messages can potentially create conflict among students, as well as between students and 
teachers, especially if the meaning of actual words used is altered by the absence of 
visual and auditory cues, which could impede the learning process.  
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Teachers are unable to see the moment when students begin to zone out because 
of learning saturation, as they cannot physically observe them. Online students also have 
fewer opportunities to bond socially when they do not share a physical environment. The 
period of time before and after class sessions when students in face-to-face environments 
can interact freely is missing from virtual settings, unless instructors are specific about 
providing such opportunities. This can potentially result in less camaraderie among 
students, which can reduce cooperation and participation in group work. It can be 
difficult to encourage the development of trust and camaraderie due to the inherent 
characteristics of virtual settings. Students may be less forthcoming about personal 
information with each other if they expect their posts and comments to be recorded. 
Therefore, instructors must develop strategies that allow students to interact and share 
common experiences that build bonds of trust among them. 
 One of the common problems that mar online interactions is a sense of unreality 
about the people one interacts with. Several factors may lead to easily forgetting social 
courtesies, including having too many Web browsers open simultaneously and dealing 
with other people they encounter online who they never meet in person, thus being no 
more than shadowy ghosts. These factors may lead to unrealistic, meaningless 
encounters, which replace real social interactions that lead to adequate socialization. 
Students may also potentially focus on interacting with the instructor alone, ignoring their 
classmates and preventing the construction of a dynamic virtual classroom, especially if 
instructors do not set student-student interactions as a priority, allowing students to 
develop a strong sense of one another as real people, rather than virtual people. Online 
environments can be highly isolating if social elements are not carefully constructed 
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within them. Tying the social dynamic requirement into the community-centered learning 
framework, as defined by Bransford et.al (1999), is yet another concept that sets online 
education apart. Professional development for virtual teachers needs to ensure that all of 
these issues are addressed. 
The third reason why professional development is important is the lack of pre-
service opportunities for learning to teach in online settings. Highlighting the importance 
of this aspect, the National Education Association’s Guide to Teaching Online Courses 
(2007) recommends training for pre-service teachers in the following areas: a) facilitating 
online discussions and community building strategies inclusive of small-group 
collaborative assignments; b) designing and delivering virtual course content; c) creating 
original online lessons for teams of peers; d) providing feedback to students; and e) 
completing online student teaching experiences based on feedback from teacher 
educators (p.12-13). As these are non-mandatory directives, one cannot be assured that 
pre-service teachers will have developed the necessary online competencies and skills 
sets. Therefore, it is important that online teachers are supported through relevant 
professional development programs. Desimone’s (2009) model of professional 
development delineates the following features, which can be applied to online teacher 
preparation as well: 
 Focus on content  
 Professional development as sessions for active learning  
 Learning in professional development matched to teachers’ professional needs 
 Sustained, on-going/continuous professional development  
 Community encouragement of learning/learners. 
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 Professional development based on these modalities would be incremental to 
teacher knowledge, skills, beliefs, and attitudes, and once completed, would then 
positively impact student learning (p.5). 
One of the necessary pre-service aspects, which can be addressed by professional 
development for online teachers, is presentation of content. Weimer (2002) promoted 
learner-centered teaching, where the role of the content is to create awareness, learning 
skills, and a knowledge base within the student “through active learning strategies that 
allow students first-hand experience with the content” (p. 52). The author promoted such 
changes from the point of view of practice focused on active learning strategies that 
teachers needed to refine and apply to their classes. When thinking about the role of 
content in virtual settings, the online teacher has to be aware of the different approaches 
to how this content is designed, presented, and structured for students. The following 
questions could frame this process: 
 Is the content a cut-and-paste lecture to be followed by students?  
 What is the nature of the questions and assignments posted on discussion boards? 
Do they generate interaction among students and between students and teachers, 
thus creating learning communities? Do students find the content engaging? 
 Do the assignments enable them to reflect rather than just respond without much 
thought? Researchers have pointed out that online learning encourages critical 
thinking skills, especially when students learn in a problem-based, collaborative 
environment (Ronteltap & Eureling, 2002). 
 Understanding the community of inquiry model is another essential pre-service 
requirement for online teachers. According to the community of inquiry model, effective 
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learning within a community comprised of students and teachers is an outcome of 
interactions among three core elements: cognitive presence, social presence, and teacher 
presence (Garrison, Anderson, & Archer, 2000). Cognitive presence is defined as the 
exploration, construction, resolution, and confirmation of understanding through 
interaction (student-student, student-teacher, and student-content), as well as 
collaboration and reflection (Garrison, 2007). Garrison and Archer (2000) also 
maintained that the “construction of meaning may result from individual critical 
reflection but ideas are generated and knowledge constructed through the collaborative 
and confirmatory process of sustained dialogue within a critical community of learners” 
(p. 91). This is where the second core component of the community of inquiry - social 
presence - becomes more salient. Gunawardena and Zittle (1997) defined the concept as 
“the degree to which a person is perceived as real in mediated communication” (p 8). The 
elements of social presence are: affective expression, where learners share personal 
expressions of emotion, feelings, beliefs, and values; open communication, where 
learners build and sustain a sense of group commitment; and group cohesion, where 
learners interact around common intellectual activities and tasks (Swan et al., 2009, 
p.10). 
  Social presence is a very important element in the online environment because it 
supports and sustains cognitive presence, as participants communicate purposefully in an 
environment of trust, wherein they develop interpersonal relationships (Garrison, 2007). 
The third element of the community of inquiry is teacher presence, defined as “the 
design, facilitation and direction of cognitive and social processes for the purpose of 
realizing personally meaningful and educationally worthwhile learning outcomes” 
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(Anderson, Rourke, Garrison & Archer, 2001). This concept is the binding factor in the 
community of inquiry framework, as further elaborated by Kanuka & Garrison (2004), 
according to which “while cognitive and social presence are essential elements in the 
facilitation of higher levels of learning, whether or not it is achieved depends on the 
presence of a teacher or facilitator of the learning activities” (p.4). Online teachers need 
to have an understanding of these core elements and how they work out in virtual settings 
so that both the teachers and students interact in a meaningful way. 
The fourth reason for which professional development is critical to online 
instruction is the recent development and implementation of the Common Core State 
Standards in the context of 21st-century skills. Whether it’s a secondary mathematics 
course or a language arts class, technology is blended into some aspect of the class. 
Teachers and students have to be competent in ICT skills, as stated in the Common Core 
Standards website:  
To be ready for college, workforce training, and life in a technological society, 
students need the ability to gather, comprehend, evaluate, synthesize, and report 
on information and ideas, to conduct original research …and to produce and 
consume media is embedded into every aspect of today’s curriculum. In like 
fashion, research and media skills and understandings are embedded throughout 
the Standards rather than treated in a separate section.  
(Available at http://www.corestandards.org/ELA-Literacy/introduction/key-
design-consideration) 
The fifth reason for the need of professional development for virtual teachers can 
be captured by Patrick and Dawley’s (2009) statement: “The World Future Society 
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predicts that virtual learning is one of the top ten breakthroughs that will transform life 
around the world in the next 20-30 years (changing which populations have access to the 
highest-quality education and teachers worldwide)” (p. 12). Many countries in the world 
have adopted online schooling and are training their teachers to develop the necessary 
online competencies. For example, in Singapore, teachers are helped to learn how to use 
ICT, as the Ministry of Education provides professional development through an online 
learning website – VITAL (available at http://www.vital.moe.edu.sg/intro/index.htm).  
Every pre-service instructor is trained to teach online, as 100% of the secondary schools 
employ online learning. Educational systems around the world must emulate these 
measures or risk a loss of competitive position in the global market, both for their 
teaching institutions and for the students they service.  
Studies of Online Teacher Professional Development  
The need for professional development for online teachers could be addressed as 
suggested by Kearsley and Bloomyer (2003), who identified five important aspects of 
effective online teaching in their research: 
 Provide timely and meaningful feedback; 
 Create learning activities that engage students; 
 Keep students interested and motivated; 
 Get students to interact with each other; 
 Encourage students to be critical and reflective (p.3). 
They further state that teacher evaluation of online teaching competencies and 
effectiveness should be based on these criteria. All of these aspects are inter-related as 
they are tied to student engagement in the online learning environment. Professional 
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development, to be a meaningful, and a significant experience that brings a change in 
teacher effectiveness, has to be deeply rooted in specific online instructional strategies 
that encourage student engagement. Professional development in the online environment 
should be designed in a manner (discussion boards, online chats, multimedia projects) 
that best meets the needs of the online learner.  
“Going Virtual!: The Status of Professional Development for K12 Online 
Teachers” (Rice & Dawley, 2007), supported by the North American Council for Online 
Learning, studied the status of professional development in a virtual environment. Online 
K-12 education is relatively new, as compared to the higher education sector. The K-12 
sector has the advantage of gleaning some best practices from higher education online 
settings, but that source of data may not suffice. Patrick and Dawley (2008) caution the 
following: 
While there are some consistencies between effective teaching in higher education 
vs. K-12 education, and while there is value in the personal input of experienced 
online teacher trainers, there are also as yet unidentified PD needs due to the 
multiple unique contexts of K-12 online schools and the unique and differing 
needs of teachers who teach children as opposed to adult learners. (p.1) 
 
The same authors give details of professional development programs for online teachers 
in virtual environments. According to trainers involved in the study, the content and 
concepts addressed by professional development in the first and second years did not 
feature some of the most important areas of online learning, such as multi-media 
presentation tools, assessment tools, data analysis tools, or strategies for differentiated 
instruction, which must be rectified. 
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Gaps in Online Professional Development 
Rice and Dawley (2007) recommended a process that would detail differences in 
the content covered in initial and more advanced training. The professional development 
the researchers analyzed focused more on technology skills (i.e. learning management 
systems or communication tools) and less on pedagogy (i.e. lesson delivery or 
instructional design) or community-building practices. The least covered topics in the 
first year of the professional development program were multimedia presentation tools 
(0.0%), design of syllabi (0.0%), strategies for differentiated instruction (9.1%), design 
tools and concepts (9.1%), assessment tools (18.2%), and data analysis tools (18.2%). 
Many of these were covered in following year, but to a lesser extent.  
The small percentages reflected in the topics relating to virtual lesson design may 
be attributed to many programs in K-12 online schools adopting a pre-defined curriculum 
inclusive of pre-designed proprietary systems. Under these circumstances, there would be 
no immediate need in terms of training teachers to design their own curriculum or lesson 
plans. The use of such pre-designed systems actually undermines a core purpose of online 
learning, which is to foster technical expertise in its users, both teachers and students. It 
also prevents teachers from tailoring their online courses to the specific needs of the 
students in their programs, which negatively impacts student performance. This 
deficiency is two-pronged: a) teachers will engage with the content at a very superficial 
level because they cannot add or edit it, thus closing all possibilities of being reflective 
teachers and customizing content; and b) students will suffer because their learning styles 
will not be taken into consideration.  
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Many virtual school programs have established in-house professional 
development programs to train their teachers, some of which use state-developed 
guidelines as well as other national standards and guidelines. According to Rice and 
Dawley (2009), “although national and regional guidelines for quality online teaching 
exist, few administrators reported using them” (p.8). As pointed out by Lowes (2007), 
many virtual schools, such as the Florida Virtual School, have self-developed guidelines. 
One thought-provoking insight that applies to professional development guidelines is that 
over 20% of administrators state that they do not follow any guidelines (Rice & Dawley, 
2009), or were not aware if guidelines influenced professional development.  
The lack of awareness on the part of the administrators points to a gap in terms of 
planning for professional development. This could impact what online teachers learn if 
the sessions are not planned. The same researchers further comment that “the inconsistent 
use of guidelines across programs leads to an obvious problem of unequal training 
opportunities depending on the program in which the teacher might be employed” (Rice 
& Dawley, 2009, p. 8). A full breakdown of the findings in Rice and Dawley’s (2009) 
survey is shown in Table 2 below. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
66 
 
Table 2 
 
Guidelines for PD programs. 
 
  Responses % 
 
ISTE (International Society for Technology in Education) 8.6 
SREB (Southern Regional Educational Board) 4.3 
NEA (National Educational Association) 1.1 
State in which school resides 30.0 
Other state guidelines 5.7 
Self-developed guidelines 28.6 
Do not follow any guidelines 5.7 
Don’t know 15.7 
 (Rice & Dawley, 2009, p. 8)   
The survey items related to current guidelines were answered by school administrators. 
The noted lack of usage of the above mentioned guidelines in a significant percentage of 
schools represented by these respondents serves as a reminder that more attention must 
be placed on the design, content, and delivery of professional development for online 
teachers.  
Best practices in every area of online education will help with the retention of 
virtual teachers. In a study of a large virtual K-12 school in the United States, researchers 
verified that the level of education of a teacher was directly related to their length of 
employment at the school (Mulkey et al., 2008). In other words, teachers who received 
continued professional development generally stayed teaching there longer, as they often 
had classes with better student outcomes than newer and less experienced instructors. 
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Ferdig (2010) contends that only those teachers who receive continued professional 
development remain employed over the long term, and have higher performance rates 
from their students. 
Certain areas of professional development are particularly critical for success in 
the online classroom. A study of faculty needs in six prominent distance higher education 
institutions pointed to the following areas: a) technical assistance in course development; 
b) transitioning from face-to-face to online teaching; and c) ongoing training throughout 
the duration and progression of the online courses (Phipps, Merisostis, Harvey, & 
O’Brien, 2000). Although the general perception of teachers in face-to-face settings is 
that they can transfer their expertise to online classes, the fact is that instructional 
practices and pedagogical techniques need to be modified/adapted to the characteristics 
of the environment (Lazarus, 2003; Savery, 2005). This change implies more than 
content-area competency.  
One would refer back to the technological competencies mentioned in the 
NCATE ISTE standards (2012), wherein the schools have to identify and train 
technology facilitators who would then train other teachers. However, this training often 
tends to focus on the technology used in the physical classroom rather than online 
settings. The NCATE requirements conform to national standards, but do not apply to 
online teachers specifically, who have additional requisite competencies. The well-
trained online teacher need to know the primary concepts and structures of effective 
online instruction and must be able to create learning experiences accordingly.  
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The International Association for K-12 Online Learning (iNACOL, 2011) has set 
the following standards for quality online teaching, which resonate very well with the 
professional development needs of online teachers: 
 The online teacher understands and is able to use a range of technologies, both 
existing and emerging, that effectively support student learning and engagement 
in the online environment; 
 The online teacher plans, designs, and incorporates strategies to encourage active 
learning, application, interaction, participation, and collaboration in the online 
environment; 
 The online teacher promotes student success through clear expectations, prompt 
responses, and regular feedback; 
 The online teacher is cognizant of the diversity of student academic needs and 
incorporates accommodations into the online environment (p. 5-10). 
It is clear from the above-mentioned standards that much is expected from online 
teachers, not only in terms of modifying instructional strategies, but also in the various 
ways in which these strategies are to be implemented. A change is beneficial if it is 
supported by strategies that yield results in terms of student engagement.  
Salmon’s (2000) model, mentioned earlier, works very well both in terms of 
online student engagement and step-by-step guidance for teachers. Some of the 
difficulties virtual teachers face is motivation and socialization when it comes to student 
engagement in the learning process. Two important aspects of online teaching and 
learning emphasized by Salmon (2000) are information exchange and knowledge 
construction. They can be facilitated through Web-based tools. For example, if a tenth 
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grade teacher assigns a project, students may be required to post all stages of their work 
on a message board that they can use to share potential sources, ask one another for help 
with confusing material, or exchange suggestions and tips. Because all of the information 
is shared in writing, rather than verbally, a new dynamic will develop among students, 
reminiscent of some characteristics of face-to-face study groups, but which has its own 
unique attributes as well, particularly in the tracking of participation levels and 
accountability. Online study groups will have a more explicit awareness of how much 
each member is participating, as will the instructor, while the development of synergy 
will be more visible. These online interactive skills will prove critical for workers in a 
globalized economy, who may find themselves collaborating closely with colleagues who 
may be physically a continent away. 
In addition to developing these new highly interactive social skills, an online 
teacher equipped with the requisite competencies and skill sets will help their students to 
become better thinkers and learners. The role of the teacher is focused on helping 
students build literacy skills so that they can “define inquiry, research multiple sources, 
authenticate sources of information, process and synthesize data and information, draw 
conclusions, and develop action plans based on their newfound knowledge” (Pape, 2005, 
p.1). Only those teachers who are fully competent in all of these skills will be able to 
impart them to students. Mastering these competencies and skill sets will equip online 
teachers to prepare students not only to graduate, but to have the abilities to meet the 
unique challenges of the 21st century. 
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The Need for Exploration 
Research in the area of K-12 professional development is still an area of need that 
requires much thoughtful planning. The latest report on online teacher professional 
development showed that 25% of online teachers at the K-12 level had not received any 
training to teach online (Going Virtual, 2010). The same report examined professional 
development offered through on-going sessions, workshops, professional learning 
community, peer-coaching/mentoring, and limited one time sessions and graduate 
certifications. Within the range of types of training online teachers received, ongoing 
professional training sessions were the most common at 81%, while workshops were 
reported as second most common at 77%. Professional development in the online 
environment focused on five areas: 
1. Foundational knowledge  
2. Technology tools 
3. Facilitation Strategies 
4. Online course design 
5. Digital etiquette 
(Dawley, Rice, & Hinck, 2010, p.24) 
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Table 3 
Content and concepts addressed in professional development/training 
Specific areas of expertise 
Percentage of 
teachers who need 
help 
Foundational Knowledge  
 Psychology of Online Learning 44% 
 Foundational principles, or theories, related to online 
teaching and learning 
29% 
Facilitation Strategies  
 Meeting the needs of students with disabilities in the 
online classroom 
37% 
 Promoting student reflection and self-evaluation 34% 
 Promoting student autonomy, independence and 
responsibility for learning 
34% 
 Identifying at-risk students 32% 
 Effective synchronous facilitation 32% 
Technology Tools  
 Design Tools 40% 
 Troubleshooting Skills 32% 
 Web 2.0 Technologies 29% 
Online Lesson Design and Development  
 Instructional Design Principles for Online Lesson 43% 
 Multimedia Design Principles 36% 
 Design of Syllabi 35% 
Digital Etiquette, Behavior, and Assessment  
 Student Readiness 34% 
 Interpreting Online Assessment Data 30% 
 Using Student Data to Inform Instruction 29% 
 Choosing Appropriate Assessment Tools 25% 
(Dawley, Rice, & Hinck, 2010, pp. 29-30) 
The areas of need summarized in the Going Virtual Series (2007, 2010) focused 
on professional development needs specific to online teachers that can be addressed by 
future programming expected to focus on the following:  
 Psychology of online learning (online disinhibition, flaming, and cyber-bullying) 
(44%) was the highest rated foundational area in which additional training was 
desired;  
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 Meeting the needs of students with disabilities in the online classroom (64%) was 
the highest rated facilitation strategy in which additional training was desired;  
 Approximately half of respondents indicated training in design tools (55%) and 
social networking (52%). Respondents indicate design tools (40%) as the area in 
which they are most interested in receiving training; 
  More than half of respondents (58%) design none or very little of the learning 
activities used in their online courses. 43% of respondents want training on 
instructional design principles for online lessons (p.8). 
Even though virtual teachers were supported with professional development depending 
on institutional guidelines and practices, there is still room for improvement, as reported 
by teachers themselves (Rice & Dawley, 2009) in terms of best practices: 
 Student perspective should inform professional development; 
 Customization as per teacher needs; 
 National standards and guidelines should be used to inform Professional 
development training; 
 Training prior to teaching online (p.18). 
A rigorous professional development program is absolutely necessary to assist 
teachers in recreating the dynamic of the traditional classroom in virtual settings. As 
Jocelyn Mackay’s slideshow (2008) indicates, “the vibrancy and the engagement of the 
learners can often be gauged by observing the interactions between those learners. The 
cohesiveness of the group, the verbal cues, the paralinguistic cues, the fast-paced 
conversations, the body language, the motivation and the social equality gives us valuable 
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clues as to the social presence of the group” (p.5-6). Most of these features are difficult to 
replicate in online environments. Therefore, equivalent forms of social presence must be 
found as a pre-requisite to the creation of vibrant online communities built on interactions 
that facilitate learning. “It is not the medium itself that determines social presence but 
rather what the participants do in the medium (Wise et al., 2004, p.249). Garrison and 
Anderson (2003) define social presence in an online environment as “the ability of 
participants in a community of inquiry to project themselves socially and effectively into 
a community of inquiry” (p. 29). Social presence is one of three key features to any 
successful online community, along with cognitive presence and teaching presence.  
Garrison and Anderson (2003) define cognitive presence as “the extent to which 
learners are able to construct and confirm meaning through sustained reflection, and 
discourse in a critical community of inquiry” (p. 28). This discourse takes on new 
dimensions and parameters in an online setting, therefore, virtual teachers must be 
prepared to adjust their teaching roles to their new professional context. Shea et al. (2003) 
further note that teaching presence is “the design, facilitation, and direction of cognitive 
and social processes for the realization of personally meaningful and educationally 
worthwhile learning outcomes” (p. 65). This teaching presence is the very core of an 
online teacher. Broken down, the re-defined nature of teaching presence, as adapted to 
the online environment, consists of the following: 
 Facilitating Discourse: 
o Identifying areas of agreement and disagreement; 
o Seeking to reach consensus and understanding; 
o Encouraging, acknowledging, and reinforcing student contributions; 
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o Setting the climate for learning; 
o Drawing in participants, prompting discussion / interaction; 
o Assessing the efficacy of the process. 
 Direct Instruction: 
o Presenting content and questions; 
o Focusing on discussion; 
o Summarizing the discussion; 
o Confirming  understanding through assessment and explanatory feedback; 
o Injecting knowledge from diverse sources; 
o Responding to technical concerns. 
 Instructional design and organization: 
o Setting the curriculum; 
o Designing methods; 
o Establishing time parameters; 
o Utilizing the medium effectively; 
o Establishing netiquette. 
Aligning teacher competencies and skill sets with these attributes of online environments 
is no simple task, and it is clear that it would be unrealistic to expect teachers, armed with 
only the training and pedagogies designed for the face-to-face classroom, to successfully 
transition to teaching online. Professional development for online teachers needs special 
focus and attention. Professional development designed to facilitate this transition is 
essential in order to ensure that both teachers and students achieve their full potential in 
this new environment, with its unique rules, limitations, and challenges. 
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Figure 2. Andragogy in Practice. Adapted from The Adult Learner (5th ed.) by Knowles, 
Holton & Swanson, 1998, Houston, TX: Gulf Publishing, p. 147. 
 The theory of andragogy was expounded by Knowles in 1970 with the idea of 
differentiating adult learning from child learning. The four core assumptions that 
Knowles (1980) said are crucial for the understanding of adult learning are as follows: 
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 Self-concept moves from one of being a dependent personality toward being a 
self-directed human being;  
 A growing reservoir of experience becomes an increasingly rich resource for 
learning; 
 Readiness to learn becomes oriented increasingly to the developmental tasks of 
their social roles; 
 Time perspective changes from one of postponed application of knowledge to 
immediacy of application, and accordingly, their orientation toward learning 
shifts from one of subject-centeredness to one of performance-centeredness.  
Adults are concerned about developing increased competence to achieve their full 
potential in life and about the immediate application of knowledge and skills. 
Knowles et al. (1998) added two more assumptions to the aforementioned list, one of 
which was placed in the first position on the list, and the other which was placed at the 
end of the list: 
 Adults need to know why they need to learn something before learning it. 
 The motivation for adult learners is internal rather than external. 
According to (Bedore, Bedore, & Bedore, 1997) the successful delivery of online 
teaching and learning depends on the steady and smooth functioning of these three 
aspects: technology, curriculum and instructor. The understanding of the inter-relatedness 
of these core elements is essential for online teaching and learning purposes. The 
institutions that advocate and promote online learning may have a mindset that an 
excellent online delivery system may be a magic bullet for effective online learning 
practices, but that is far from the truth. As Gibbons & Wentworth (2001) posit, “training 
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must produce online instructors who fully understand the differences between on-ground 
and online delivery methods, the conversion or development of on ground course 
material to an online format, and the unique needs of the nontraditional learner” (p.1). 
The needs of the nontraditional learner, in terms of both the professional development of 
the online teachers and the students they teach, resonates very well with the basic 
assumptions of andragogy as noted: "Typical distance learners are those who don't have 
access to programs, employees who work during scheduled class hours, homebound 
individuals, self-motivated individuals who want to take courses for self-knowledge or 
advancement, or those who are unable or unwilling to attend class" (Charp, 2000, p. 10). 
Professional development and teacher preparation modules could be designed and built 
around andragogical principles, especially keeping in mind the “needs of the self-directed 
learners who want flexibility but with a structure of a well-organized online course” 
(Bailey & Card, 2009). 
The concept of self-direction is very important in all settings where learning takes 
place (Murane & Levy, 1996; Rees & Bary, 2006). A high level of self-directed learning 
ability is the hallmark of self-motivation that can lead to making creative use of all 
resources at hand to teach (Candy, 1991). Whatever the challenges, highly self-directed 
learners are good at problem-solving in terms of knowledge acquisition skills (Merriam 
& Caffarella, 1991). This implies that self-directed adult learners will try to proactively 
eliminate or re-work whatever challenges they face in the way of accomplishing their 
goals. Knowles’ concept of self-directed learning resonates with Dweck’s research on 
learning and achievement. Dweck (2010) contrasts “individuals with a fixed mindset 
[who] believe that their intelligence is simply an inborn trait they have a certain amount, 
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and that's that” with those who employ a “growth mindset” which promotes the belief 
“that they can develop their intelligence over time” (p.16). 
Andragogy and implications for professional development. The implications 
for promoting this model to develop professional development would place a heavy 
emphasis on adult learning principles. One of the chief distinctions of andragogy is the 
self-directed nature of learning, in which adult learners bring rich past experiences, thus 
aiming at performance-centeredness by stressing the immediacy of application, as 
opposed to the postponed application model used in most pedagogies. Adult learners are 
concerned about developing increased competence to achieve their full potential in life 
through immediate application of knowledge and skills. Unlike children who need time to 
develop an understanding of the value of learning, these individuals have already passed 
through most of their formal educational phases in which they are directed by others to 
acquire information and knowledge. Instead, they are attempting to develop specific 
knowledge for a clear, self-directed purpose and a goal-oriented result. Although they 
still need the guidance of an instructor to acquire new knowledge, they operate at a more 
advanced level intended to complement or supplement existing skill sets and advance 
existing experience. 
Design of professional development for adult learners must take into account the 
higher performance level that they operate on, compared to that of K-12 learners. Adult 
learners must be able to perceive the curriculum’s immediate value to their daily 
classroom practice in order to ensure a high level of motivation. The curriculum must 
reflect and be customized to the particular issues that these professionals need to address 
most of all. They must also be able to actively participate in that customization in order to 
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ensure the relevance and utility of the instructional resources. The goals and learning 
activities for the professional development settings must be driven by learners’ needs by 
taking into account the experience and expertise that they bring with them to the 
program. Particularly for online instructors, the curriculum must be designed to respond 
to questions, concerns, and problems that may be unique to the virtual environment, some 
of which may not have been documented and researched. In this new field of practice and 
inquiry, no one is truly yet an expert. At the same time, virtual instructors at all levels 
must be prepared to be partners in learning alongside their students. This is particularly 
true for online settings where teachers might encounter students who have more 
experience using emerging technologies than they do. 
In an adult learning setting, especially in the professional realm, a great deal of 
time and energy is spent learning new skills to keep up with the fast pace of change in the 
knowledge economy (Drucker, 1969), which resonates with the concepts of readiness to 
learn, orientation to learn, and motivation to learn. The application of andragogy in 
practice seeks to rely on the core adult learning principles. Emerging technologies, and 
the continuous access to information they provide, allow people to take initiative for their 
own learning. It is imperative that the planning, implementing and facilitating facets of 
the adult learning program (professional development) result in an environment that 
encourages self-direction by means of goal-setting and learning activities designed to 
position teachers as drivers of their own learning. This requires participants to interact 
and collaborate with their colleagues and facilitators within the program in a safe 
environment where they can co-construct knowledge by brain-storming and sharing 
ideas, thereby refining their teaching skills.  
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Knowles (1984) suggests that while navigating educational and professional 
development settings, adults come with an expectation that their learning goals and 
content will be pre-determined by others, as was the case in their previous formal school 
settings. However, learning in both traditional and online environments is frequently 
more effective when the adult learner is encouraged to be self-directed. Burge (1988) 
points out that distance education learners and facilitators have responsibilities towards 
both themselves and each other, so that both groups achieve the expected or planned 
educational goals. In online settings, the adult learner has to be self-directed, while the 
facilitator has the responsibility to enable them towards self-direction by using these 
methods suggested by Burge (1988): 
 help learner to clarify learning goals 
 use learning contracts as far as possible 
 negotiate responsibilities for at least process, and not just content at the start of 
the course (not impossible in distance education) 
 give real choices for learner regarding sequence, pacing, content, process and 
assessments of learning 
 use qualitative assessments with quantitative grading as far as possible. Develop 
with the learner a collaborative set of assessment criteria, (don’t impose only your 
own) respect the learner’s self-worth: legitimize her/his experience for learning as 
far as possible 
 trust learners to produce results on their own when engaged in structured group 
work acknowledge that cognitive ‘‘muddling around” is OK - that ambiguity and 
doubt are integral to learning 
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 support risk-taking by learners 
 help the learner to see and broaden his/her repertoire of cognitive and learning 
styles 
 give the type of guidance that promotes interdependence, not dependence. Don’t 
regress to the “telling them what you want” syndrome 
 use project work, analysis of real-life situations, theory building and experiential 
techniques (p.6) 
 After self-direction, the second important assumption that Knowles (1984) makes 
about andragogy is related to the collection of rich experiences that adult learners bring to 
the instructional environment. These experiences represent a resource for enrichment for 
both the learners themselves and their facilitators. Knowles also suggests that adult 
learners’ proficiencies in both professional and life skills can make them the best 
resources for each other. In this light, they should be encouraged to work collaboratively, 
drawing on each other’s knowledge, experiences, and differences.  
The literature on professional development for online K-12 teachers shows that 
the preferred format of professional development breaks down as follows: 
Table 4  
 
Preferred delivery methods 
 
Type Percentage 
Fully online, facilitated 53% 
Hybrid/Blended (mix of face-to-face and online) 36% 
Fully online, non-facilitated 19% 
Fully offline, face-to-face   9% 
(Going Virtual, 2010, p. 22) 
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There appears to be a strong preference for facilitated online professional 
development, which is a very positive trend for teachers who work in virtual 
environments. The best way to develop online learning environments for students is for 
teachers to experience effective examples of such environments themselves; Rice and 
Caldwell (2010) indicate that this is the best way to understand the strengths and 
weaknesses of such environments. In conjunction with their offline teaching experiences, 
they can choose from a range of teaching practices demonstrated during their own 
professional enrichment program to apply to their respective classrooms. In the context of 
online learning, andragogical principles can help teachers both to understand the concept 
of learner-centered environments in their own milieux (self-direction, learner readiness) 
and then to transfer these very principles to their own classes as appropriate. 
Learning design framework. In an attempt to outline the design principles for 
PD programs focused on the needs of online K-12 teachers, the andragogy framework 
would be coupled with the Learning Design Framework proposed by Bransford, Brown, 
and Cocking (1999). According to these authors, there are four interrelated attributes of 
instructional environments that facilitate learning: a) learner-centered learning; b) 
community-centered learning; c) knowledge-centered learning; and d) assessment-
centered learning. These unfold as follows: 
 Learner-Centered Learning. According to Bransford et al. (1999), this type of 
learning accounts for the unique cognitive structures, cultural attributes and 
understandings that learners bring to a learning context. A highly perceptive teacher will 
try to assess student readiness in these domains, and this readiness is addressed prior to 
the construction of any new knowledge (Anderson, 2003). Diagnostic tools and activities 
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are extensively used to this end, which helps in highlighting pre-existing knowledge both 
to teachers and students. In an online context, the tools and opportunities to understand a 
student’s pre-existing knowledge and readiness are limited, but some researchers contend 
that this very limitation can be used positively if teachers plan and engage students 
meaningfully through synchronous, text-based interactions (Walther, 1996) and other 
relevant technologies. Teacher presence, a given in face-to-face teaching contexts, has to 
be cultivated with the help of planned interactions and activities in the online learning 
environment (Rourke, Anderson, Archer & Garrison, 2002). Teachers invested in making 
online learning a meaningful experience for themselves and their students create a space 
for both formal and informal interactions so that students and teachers share interests 
(both academic and extra-curricular). The second area in which teachers could efficiently 
engage students in an online environment is Internet efficacy (Eastin & Rose, 2000). 
According to Anderson (2003), “a strong sense of Internet efficacy allows users to adapt 
effectively to the requirements of this environment. Thus, an effective online teacher is 
constantly probing for better comfort and competence with the intervening technology, 
and providing safe environments for them to increase their sense of Internet efficacy” 
(p.36). A teacher could model an introductory post with both a video about themselves 
and a small text-based biography, giving the students the option of submitting either of 
the two. The teacher could respond to these introductory videos and posts, and so could 
the students. This activity would help in creating a community of learners which, as the 
class progresses, will feel safe and comfortable in this virtual environment. Such 
activities encourage and ensure social presence, which is an important component of a 
community of inquiry. An understanding of both learner-centered concepts and their 
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implications for online learning is very important for virtual teachers. Browsing the 
websites of virtual schools one can see various student needs addressed in this alternative 
educational approach to learning. The schools try their best to tailor their instructions 
according to the individual needs of the learner be it credit-recovery students or gifted 
students. One of the commitments of online schools is providing each student receives 
individualized instruction using Personalized Performance Learning (PPL). This system 
allows for assessing the strengths and weaknesses of each student thus enabling both the 
teacher and student an understanding of the student needs. Based on this evaluation the 
lessons are developed for that particular focus.  
 Knowledge-Centered Learning. As stated by Bransford et al. (1999), to develop 
competence in an area of inquiry, one has to strive for: a) understanding of factual 
knowledge, b) understanding of the facts and knowledge in context, and c) organizing 
knowledge for quick retrieval and application. Learning based on 
understanding/comprehension, not just memorization, is encouraged as it supports the 
transfer of knowledge more easily.  Active and effective learning has to be grounded in 
some content domain, and the first step towards that end is teaching thinking skills in the 
acquisition of content knowledge (McPeck, 1990). An online learner has ample resources 
to create a knowledge bank, but not all Web-based resources are reliable or accurate. 
There is a need for an insightful teacher who can direct the online learner so that they can 
find, reflect, and create their own discipline-specific knowledge base. Knowledge based, 
effective learning according to Pelz (2004) can occur when “students can be required to 
interact with one another, with the professor, with the text, with the internet, with the 
entire class, in small groups or teams, one to one with a partner, etc. In addition to 
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discussing the course content, student can interact regarding assignments, problems to 
solve, case studies, lab activities etc.”  Studies based on collaborative computer mediated 
communication (CMC) affirm that the greatest strength of online education is its ability 
to facilitate interaction, wherein as Garrison (1993) states “learners attempt to interpret, 
clarify and validate their understanding through sustained dialogue (i.e., two-way 
communication) and negotiation” (p. 202).  
According to Harasim, Hiltz, Teles, & Turoff (1995), “these shared spaces can 
become the locus of rich and satisfying experiences in collaborative learning, an 
interactive group knowledge building process in which learners actively construct 
knowledge by formulating ideas into words that are shared with and built on through the 
reactions and responses of others” (p. 4). 
 Community-Centered Learning. According to Bransford et al. (1999), teachers 
need to design classroom activities to promote “intellectual camaraderie” (p.25) that 
results in the construction of a sense of community. Bransford, Vye, & Bateman  (2002) 
have further added that “students in classrooms with strong community report higher 
levels of complex problem-solving ability,” meaning that “classroom communities that 
provide stimulating, supportive, and safe environments in which students are not 
dissuaded from challenging themselves due to fear of failure and ridicule are the 
classrooms in which students become lifelong learners” (p.173).  Developing and 
maintaining this type of environment require strong social skills and constant vigilance 
on the part of the teacher.  According to Palloff and Pratt (2007), two important aspects 
of online distance learning, which set it apart from the traditional classroom, are the 
nature of interactions amongst students and between teachers and students, as well as the 
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collaborative learning process that relies on these interactions. Consequently, learning 
communities are established so that “knowledge is imparted and meaning is co-created,” 
thus setting “the stage for successful learning outcomes” (p. 4). In terms of professional 
development also teaching online gives online teachers the competencies and skill sets to 
inform their teaching practice through teacher made virtual groups. For example, in 
Texas 5th grade math teacher were required to take a static online course for a new math 
curriculum. Implementation of the new curriculum upon return was a challenge, to 
address this challenge, the teachers together decided upon using the, “Project Share” an 
online engagement management system to promote collaboration amongst them in terms 
of co-planning lessons, problem sharing resources and ideas to help each other as 
community of practice. One of the commitments of online schools is providing each 
student receives individualized instruction using Personalized Performance Learning 
(PPL). This system allows for assessing the strengths and weaknesses of each student 
thus enabling both the teacher and student an understanding of the student needs. Based 
on this evaluation the lessons are developed for that particular focus (Alliance for 
Excellent Education, 2012). The same organization points out that “the teacher-made and 
state-led virtual groups help provide on-going job-embedded support, and collaboration 
on topics that are specifically relevant to the teachers daily work” (p.20). 
 Assessment-Centered Learning. Bransford et al. (1999) proposed formative 
assessment by which student learning progress is used “to grasp the students’ 
preconceptions, understand where the students are in the ‘developmental corridor’ from 
informal to formal thinking, and design instruction accordingly” (p.24). Anderson 
endorses the position taken by Bransford et al. (1999), who do not give unqualified 
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support for summative assessment in terms of meeting national or state accountability 
measures. Instead, formative assessment “serves to motivate, inform and provide 
feedback to both learners and teachers” (p.38).  In virtual environments, the opportunity 
for teacher-student and student-student interactions is much different than in face-to-face 
settings, where teachers can gauge classroom dynamics while observing students by 
eliciting responses from them. Process assessment in online settings is limited unless 
communication is synchronous. However, this deficiency is offset by the enhanced 
communicative capacity of Web-based learning environments. In an environment where 
interactions are recorded as they occur, misunderstandings about expectations and 
requirements can be minimized, and grading rubrics can be applied more evenly and 
transparently. Both students and teachers are able to refer back to these sessions to 
determine what was specifically required and how well those requirements have been 
fulfilled. Experts in online theory support the use of both self-assessment and peer 
feedback (Siemens, 2005). Dede (2007) encourages the use of reflective feedback and 
online collaboration because both of them help students in assessing their own learning, 
the needs of their peers, as well as the strengths and weaknesses of their collaborative 
exchanges. Interactive online assignments can help students assess their learning 
themselves, correct their mistakes, improve their performance, and take responsibility for 
their own learning. Students can be connected to their teachers anytime if they have 
difficulty, even though they may not be physically present. Technologies supporting 
interactive instructional activities include wikis, online quizzes, blogs and discussion 
boards, which simultaneously provide consistent organization and room for creative 
development. At the same time, the classroom is liberated from the time constraints of 
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testing schedules and enrichment periods because students can engage in their 
assessments asynchronously, while still producing reliable results.   
Implications of learning design framework for professional development. 
Bransford et al. (1999) are of the opinion that the four assumptions of the learning design 
framework can be applied to adult learning as well, more so for the professional 
development of teachers, as these very assumptions are ignored in their learners. 
 Professional development programs are frequently not learner-centered, designed 
to meet the needs of teachers (as learners). 
 New teaching strategies may be presented to the teacher in a professional 
development setting (for example collaborative learning) without giving requisite 
opportunity for understanding the why, when, where, and in what ways it can 
prove to be valuable to their teaching practice.  
 The new strategies introduced in professional development sessions can be of 
value only when implemented in classrooms (physical or virtual) and with regular 
feedback regarding their effectiveness. Teacher change is effective when new 
techniques learned are followed by practice and feedback through which they can 
assess their own teaching. Classroom practitioners then become self-directed 
learners when they acquire the capacity to evaluate their own teaching practice 
rather than simply focus on a goal. Emphasis on the process of reaching the goal 
is critical. 
 To a large extent, professional development is conducted in isolation, rather than 
in the community-centered structure that most teachers practice in. The 
opportunity to interact with experts, colleagues, mentors in a community of 
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practice focused on continued support to sustain changes in teaching practice is 
limited, and the skills are more difficult to transfer across settings. 
Under these circumstances, the role of the teacher is to choose, adapt, and refine the 
educational activities that will maximize the potential of the Web through engagement in 
all of the processes and strategies associated with online learning. In integrating the 
principles of andragogy and how people learn, along with online pedagogy, teachers will 
be equipped to work effectively in virtual environments. Anderson (2003) contends that 
“online learning is a subset of learning in general; thus, we can expect issues relevant to 
how adults learn generally to be relevant to how they learn in an online context” (p. 35). 
He further describes how these attributes are applicable to online learning, while noting 
that there are no directives or strategies that would apply as a formula for teachers and 
learners in an online setting. He also adds that “teachers must learn to develop their skills 
so that they can respond to student and curriculum needs by developing a set of online 
learning activities that are adaptable to diverse student needs” (p.54). This quote also 
reinforces the idea that an online teacher is a self-directed learner who takes initiative to 
learn and the affordances of the current web gives the teacher multiple ways to learn and 
at the same time offers diverse resources to make the online learning environment both 
interactive and challenging.   
 The table below is based on How People Learn by Bransford, Brown and Cocking 
(1999), thus shows the affordances of the Web, or the particular services it offers, and 
how they would create a learning environment conducive to online learning and teaching. 
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Table 5 
How people learn and affordances of the current Web 
“How people Learn” 
framework. (Bransford et 
al.) 
Affordances of the current 
Web 
Affordances of the 
Semantic Web 
Learner-centered Capacity to support 
individualized and 
community centered 
learning activities 
Content that changes in 
response to individualized 
and group learner models. 
Knowledge-centered Direct access to vast 
libraries of content and 
learning activities 
organized from a variety of 
discipline perspectives 
Agents for selecting, 
personalizing and reusing 
content. 
Community-centered Asynchronous and 
synchronous; collaborative 
and individual interactions 
in many formats. 
Agents for translating, 
reformatting, time shifting, 
monitoring, and 
summarizing community 
interactions. 
Assessment-centered Multiple time and place 
shifted opportunities for 
formative and summative 
assessments by self, peers 
and teachers. 
Agents for assessing, 
critiquing, and providing 
“just in time feedback” 
(Bransford et al., 1999, pp. 23-25) 
 There are specific ways in which these two theoretical frameworks support the set 
of recommendations based on the findings from this research study. As stated previously, 
effective PD programs for online teachers would rely on principles of adult learning, 
including self-direction, internal motivation, practical experience, understanding of the 
purpose of the new knowledge, orientation toward practical usage of skills, and 
immediate applicability of new skills. The implications of andragogy in terms of online 
learning are:  
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a. Professional development based on the sound principles of andragogy will have a 
significant effect on online teaching. The design of professional development 
sessions will be focused on the areas of need specified by online teachers, who are 
perceived as self-directed learners. Knowles (1975) emphasizes that adult learners 
are responsible by taking “initiative, with or without help of others in diagnosing 
their learning needs, formulating their learning goals, identifying human and 
material resources for learning, choosing and implementing appropriate learning 
strategies and evaluating learning outcomes” (p.48). 
b. Self-direction in teachers’ own learning processes and spaces can then be 
modeled for the students they teach in online learning settings. It will also equip 
classroom practitioners with an understanding of how to use these strategies to 
enable their students to engage in self-direction. Online learning environments 
require learners to frame their own goals, proactively participate in learning 
activities, and manage the learning pace within the course guidelines and 
objectives (Hanna, Glowacki-Dudka, & Conceicao-Runlee, 2000). This also 
requires encouraging student-to-student interaction and collaboration in an online 
environment, in line with Anderson’s (2003)  point about it forcing learners to 
construct or formulate an idea in a deeper sense” (p.134). 
c. Andragogy promotes the idea that an adult learner needs to understand the 
purpose of the new knowledge, orientation towards practical usage of skills, and 
immediate applicability of any new skills acquired. This resonates well with 
online teacher preparation and professional development wherein teachers need 
awareness about the theory of online learning, online tools to facilitate learning 
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and the emerging challenges of this setting. For example, digital communications 
and learning technologies have given teachers and learners access to a variety of 
resources – video, streaming video, audio-conferencing, pod- and video-casts for 
educational purposes, etc. Having access to these technologies is not enough, 
there is also a need to apply these technologies in online setting to maximize 
learning. A basic understanding of online learning theory will help educators 
decide which of these numerous technological options can be used in the most 
effective way. This is the application of the principle of andragogy wherein an 
adult learner needs to know the why, when and how of learning the content he or 
she is trying to learn in the model suggested by Knowles, Holton, & Swanson 
(1998). 
d. The andragogical principles of readiness and motivation to learn, in terms of skills 
that are related to life skills (online teaching skills) will help the adult learners 
orientation to learn which is both contextual (online setting); and problem 
centered (problems or challenges connected to online teaching). Such learning is 
guided by intrinsic motivation, differentiated here from extrinsic motivation 
because, while there are external goals to be met, they are result-oriented rather 
than mandated by an external authority figure. It also resonates with what 
Richardson (2006) writes about the use and impact of the tools of the Read/Write 
Web in educational arena:  
In order for us to prepare our students for what without question is a future filled 
with networked learning spaces, we must experience these environments for 
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ourselves… We cannot honestly discuss twenty-first century learning skills for 
our students before we make sense of it ourselves. (p. 10)  
For higher level adult learners who are already in positions of authority, the motivation 
for continuing to learn comes from the intrinsic value that a skill set provides after it has 
been mastered. Course content management systems built into Web delivery systems, 
such as Blackboard® and Moodle, offer teachers an environment where they can hone in 
their skills of content design. Initially, this ability to create and revise content may not be 
perfect in terms of standards, but it allows online teachers to learn how to design the 
content and keep on revising it until they master it. Anderson (2003) posits that: 
Education, however, is not only about access to content. The greatest affordance 
of the Web for education use is the profound and multifaceted increase in 
communication and interaction. Online learning will enhance the critical function 
of interaction in education, in multiple formats and styles, among all the 
participants. (p. 68) 
The Learning Design Framework (Bransford et al., 1999) emphasizes that the classroom 
must be learner-centered, challenging students without overwhelming them, and keeping 
in mind their cultural backgrounds and attitudes toward knowledge and learning. The 
classroom must also be knowledge-based, emphasizing the practical value of information 
and the ability to utilize it over the rote acquisition of information divorced from practical 
context. Testing models should reflect this, relying on formative assessments, qualitative 
frameworks in which students demonstrate understanding of knowledge over traditional 
quantitative frameworks in which they simply parrot information back. Finally, the 
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classroom should be community-centered, encouraging students to engage in 
collaborating to solve problems and share resources for mutual benefit. 
  The online environment must be carefully designed to cultivate these features. 
While early computers were only suited for scoring  multiple-choice answers , 
contemporary computers allow a teacher to track the unique qualities of each student, 
design a customized plan for each one, and create interactive settings where students who 
are separated geographically or temporally can actively collaborate together. This 
learning model needs to be applied to professional development settings, which are often 
so focused on achieving a specific institution-mandated result that they ignore the needs 
of participants and fail to demonstrate why the result is important or how the skills being 
taught will achieve it. Additionally, many programs may not have an accommodation for 
feedback or emphasis on community-building, leaving the online teachers who enroll in 
such programs in a state of silent isolation that would never be tolerated for their own 
students. Giving teachers a space to collaborate and communicate is more easily 
facilitated in an online learning environment. Accommodating this approach will in turn 
strengthen online programs by allowing for the more effective sharing of knowledge and 
solutions to problems that frequently remain unsolved when an issue and a solution are 
geographically separated. 
Designing learning environments that accommodate both child and adult learning 
is essential for professional development. For teachers, such environments can be applied 
to both current teaching practice and teacher preparation. They are lenses through which 
current teaching practices and professional development can be assessed, and they can 
inform teacher preparation programs. These learning models will have deeper 
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implications for online teachers, in terms of interaction and collaboration in online 
communities of practice, as they refine their own skills in order to model and facilitate 
these very competencies in their students. Professional development curricula which 
make use of these principles will allow teachers to shape their ongoing development to 
fulfill the real needs of their classrooms, and will also model an educational approach that 
encourages the growth and empowerment of their own students. 
Summary of Chapter 2 
The overall consensus of the literature examined in this chapter indicates that the 
standard competencies and skill sets that govern  traditional, face-to-face classrooms need 
specific modifications for online settings, and that most schools need to employ uniform 
standards of training in this area. Chapter 3 will outline the methodology used in this 
study to identify the most important areas for training and continuing education for 
virtual teachers. To that end, participating online K-12 instructors will be asked to rate 
their skills and competencies, identify effective forms of support and professional 
development, and suggest specific elements to be included in the design of future training 
workshops or courses.  
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Today’s students need educators who have the knowledge and skill to facilitate their 
participation in a collaborative, Web-based learning culture…teachers who know how 
to create a learning culture that looks and functions like the real and virtual 
workspaces of today. Equally important, they need educators who can join forces 
with their colleagues and communities to transform their schools from teaching 
organizations into genuine learning organizations. (Re-defining Teacher Education 
for Digital –Age learners Summit Paper, December, 2009) 
 
 
CHAPTER III 
METHODOLOGY 
 
 The main focus of this study was to assess the competencies, skill sets, and 
professional development needs of effective online teachers. The literature review 
focused on which competencies and skill sets are needed to be effective online teachers, 
while the survey focused on how virtual K-12 instructors rated themselves. The 
qualitative data collection served as a bridge to understand the professional development 
needs of online teachers in terms of their virtual experiences. The questions pertain to 
their transformation from face-to-face to online settings, professional support, and needs 
related to online pedagogy, moments of reaffirmation during their trial and error periods, 
and the lived experience of the entire process.  
There has been a growing interest in qualitative research methodology in the 
fields of social sciences and education. Denzin and Lincoln (2005) point out that 
qualitative research focuses on the interpretation of phenomena in their natural settings in 
terms of the meanings people bring to them, whereas Patton (1985) suggests qualitative 
research attempts to “understand the nature of the setting-what it means for participants 
to be in that setting...the analysis strives for depth of understanding” (p.1). This would 
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imply that the researcher is not so much invested in predicting what will happen, but in 
having an in-depth understanding of the particular situation one is researching as well as 
the meaning brought into the situation by participants as to what is happening to them at 
that point of time. As per Denzin (1994): 
 Qualitative research is multi-method in focus, involving an interpretive, 
naturalistic approach to its subject matter. This means that qualitative researchers 
study things in their natural settings, attempting to make sense of, or interpret, and 
phenomena in terms of the meanings people bring to them. (p. 2) 
In terms of social interactions and socially constructed meanings, the world is a 
highly subjective phenomenon more in need of interpretation rather than measurement. 
Social reality exists as a result of human interaction and perceptions which can only be 
understood, explored, and discovered through meaningful description and interpretation. 
Merriam (2009) opines that interpretive research works on the basic assumption that 
reality is socially constructed, and so the interpretations of this reality would also be 
multiple; thus, the understanding of this reality would also need in-depth analysis. The 
end-product would also be rich and descriptive. Creswell (2007) further elaborates that 
“meanings are multiple and varied…In other words they are not simply imprinted on 
individuals but are formed through interaction with others (hence social constructivism) 
and through historical and cultural norms that operate in individuals lives” (pp. 20-21).  
 For the purpose of this study, competencies were defined as abilities or standards 
to develop, qualify, distinguish, and/or recognize individual performance (Spector et al., 
2006). The concept of competency is understood as representing an interactive agency or 
the “ability to do” (Banwane & Spector, 2009, p.393), whereas skills and skill sets are 
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defined by the Oxford Online Dictionary as “the ability to do something well; expertise… 
a person’s range of skills or abilities” (Oxford University Press, 2014). A competent 
individual is “one who effectively and efficiently accomplishes a task [instructs] in a 
given context [digital distance education] using appropriate knowledge, skills, attitudes, 
and abilities that have adjusted and developed with time and needs” (Varvel, 2007, p 2). 
Online teaching focuses on those attributes that can prompt teacher education programs 
to adopt a more functional, developmental point of view. These definitions of 
competencies and skill sets fit well with online teaching. Based on a compilation of some 
of the references included in the literature review in Chapter 2, an effective online teacher 
can be characterized by the attributes broken down in the list below. 
Organizational Skills 
 Establishes clear expectations and guidelines from the beginning of the course; 
 Creates an online environment that encourages and challenges students to 
perform to the best of their abilities; 
 Is organized and analytical; 
 Plans online activities that foster interaction (teacher-student; student-student, 
and student-content) 
 Adapts to student needs through student evaluations on a regular basis; 
Pedagogical Skills (cognitive presence) 
 Uses instructional strategies, keeping in mind the needs and different learning 
styles(differentiation) of the different types of learners; 
 Presents course content meaningfully; 
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 Provides reflective and encouraging feedback that makes a difference in student 
performance; 
 Designs and develops new materials for use in the online environment; 
Technical Skills 
 Adopts and adapts existing technologies for use in the online classroom; 
 Stays aware of developing technologies that can be incorporated into the 
classroom setting; 
 Maintains technical literacy through continuing education efforts; 
Facilitation / Social Skills (teacher presence) 
 Creates an educational environment that builds trust; 
 Enhances community building;(through student-student interaction/student-
teacher interaction) 
 Values student input in the online classroom; 
 Develops insight and understanding of the students through their input and 
evaluations; 
 Is a visible and compassionate and motivational presence in the online 
classroom 
(Alley & Jansak, 2001; Berge, 1995; Ferdig, Cavanaugh, DiPirtro, Black & Dawson, 
2009; Kemshal-Bell, 2001; Rourke, Anderson, Archer &Garrison, 2002; Salmon, 2001) 
There is a pressing need for relevant and focused professional development for 
virtual teachers that will enhance their skills and competencies, while informing teacher 
education practices in terms of policy and programming. This will lead to the 
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development of collaborative professional communities for all types of learning 
environments. The purpose of this research was to locate the gaps in online teacher 
preparation in terms of skills and competencies. Based on these gaps, policy 
recommendations were made utilizing the following research questions:  
1. How do the participating online teachers rate their own skills and 
competencies in keeping with the existing online teaching standards? 
2. What do participating teachers report as the ways to prepare and support 
online teachers? 
3. What elements should be included in the design of professional development 
programs intended to prepare and support K-12 online teachers?  
Through these research questions, this study gathered data in order to gain a deeper 
understanding of virtual teachers’ competencies, skill sets, and professional needs.  
In order to answer research question 1, a two-part survey instrument was designed 
to gather self-reporting information about critical competencies and skill sets, from which 
the participants’ perceived professional development needs could be derived. The first 
part of the survey gathered demographic information about the online teachers included 
in the research study, while the second part outlined the required skills and competencies 
in keeping with the relevant national standards with the quantitative question in the 
survey. The three documents used for this purpose were: a) National Standards for 
Quality Online Teaching (North American Council for Online Learning [NACOL], 
2008); b) Standards for Quality Online Teaching (National Education Association 
[NEA], 2006); and c) Guide to Online Teaching Classes (Southern Regional Educational 
Board [SREB], 2006). 
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 The researcher used basic interpretive qualitative methods to “uncover and 
interpret” (Merriam, 2002, p. 39) the experiences of online teachers. This was 
accomplished through open ended questions added to the survey questionnaire, which 
derived in-depth understanding of the rich experiences of these teachers and how these 
experiences shaped their transition from a traditional teaching role to that of an online 
teacher. As Denzin (1994) states, “qualitative research is multi-method in focus, 
involving an interpretive, naturalistic approach to its subject matter (…) in their natural 
settings, attempting to make sense of, or interpret phenomena in terms of the meanings 
people bring to them” (p. 2).  
Online teacher competencies, skill sets, and professional development needs 
necessitate perspectives specifically focused on such emerging learning environments. 
This was done by collecting qualitative data through online survey with open ended 
questions addressing research questions 2 & 3. The open ended questions as well as the 
research questions addressed can be referred to in Appendix C. 
Research Design 
This study used a mixed methods design (Johnson et al., 2007), in which the 
researcher combined elements of quantitative and qualitative methods for the purpose of 
ensuring depth of understanding and corroboration of findings. The use of quantitative 
and qualitative approaches together provided an in-depth understanding of research 
problems that was not possible with one approach (Creswell & Plano Clark, 2007). 
According to Creswell (1994), quantitative research is “an inquiry into a social or human 
problem based on testing a theory composed of variables, measured with numbers, and 
analyzed with statistical procedures, in order to determine whether the predictive 
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generalizations of the theory hold true” (p.2).  On the other hand, as one attempts to 
conduct qualitative research, one “seeks to discover and understand a phenomenon, a 
process, the perspectives and world views of the people involved, or a combination of 
these” (Merriam, 2002, p. 6). Denzin and Lincoln (2005) point out that qualitative 
research focuses on the interpretation of phenomena in their natural settings in terms of 
the meanings people bring to them, whereas Patton (1985) suggests that qualitative 
research attempts to “understand situations in their uniqueness as part of a particular 
context and the interactions there…what it means for participants in that setting” (p.1). 
This would imply that the qualitative researcher is not invested in predicting what will 
happen as much as they may be in “attempting to make sense of, or interpret and 
phenomena in terms of the meanings people bring to them” (Denzin, 1994, p. 2).   
Quantitative research involves analysis of numerical data (Charles & Mertler, 
2002), whereas qualitative research involves analysis of data such as words, pictures, and 
objects. Both research methodologies follow the basic steps of research in a similar 
manner, yet neither research method is able to answer a research question holistically. 
The reason why one needs to choose one approach over the other or a mixed method 
depends on one’s research question and the phenomena being studied. Creswell and 
Plano Clark (2011) note that “researchers are enabled to use all of the tools of data 
collection available rather being restricted to the types of data typically associated with 
quantitative research and qualitative research” (p. 12). 
The rationale for using mixed methods in this study is that online teaching and 
learning are a new phenomenon; therefore, neither quantitative nor qualitative methods 
alone would be able to capture the essence of what it means to teach in this environment. 
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Bryman (2006) identified a list of 16 reasons for mixing qualitative and quantitative 
methods in research. The more salient reasons have also been identified by other experts 
(Green et al., 1989), as follows: triangulation, complementarity, development, 
unexpected results, and instrument development. Miles and Huberman (1995) summarize 
the possible strengths of mixed methodology by pointing out that “the careful 
measurement, generalizable samples, experimental control, and good statistical tools are 
precious assets. When they are combined with the up-close, deep, and creditable 
understanding of complex real-world contexts that characterize good qualitative studies, 
we have a very powerful mix” (p.42). Thus, mixed methods research provides strengths 
that offset the weaknesses of both the quantitative and qualitative methods on their own 
(Creswell & Plano Clark, 2011).  
This particular study provides an insight into the online teacher competencies, 
skill sets, and professional development needs. Online teaching is a new field of inquiry, 
especially in terms of K-12 education, which means that expanding knowledge about 
teacher skill sets and professional development needs help in informing and developing 
online teacher programs. 
The three issues that need consideration during the process of designing a mixed 
method study are: priority, implementation, and integration (Creswell, Plano Clark, 
Gutman & Hanson, 2003). The term ‘priority’ applies to which method (qualitative or 
quantitative) is given first preference. Implementation refers to data collection and 
analysis (in terms of stages, sequence, and parallel or concurrently). Integration is the 
process of mixing of the quantitative and qualitative data and the decision about in which 
stage of research this mixing should occur. 
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The mixed method design that was used in this study followed the convergent 
parallel design, which “occurs when the researcher uses concurrent timing to implement 
the quantitative and quantitative strands during the same phase of the research process, 
prioritizes the methods equally, and keeps the strands independent during analysis and 
then mixes the results during the overall interpretation” (Cresswell & Plano Clark, 2011, 
p.70-71). 
 
 
 
 
 
 
Figure 3  
 
The Convergent Parallel Design (Creswell & Plano Clark, 2011) 
 
Survey Instrument Development and Pilot Study 
The researcher developed a questionnaire to assess the self-reported competencies 
and skills sets of virtual teachers aligned with existing national and state online teaching 
standards. The three documents used for this purpose are as follows: a) National 
Standards for Quality Online Teaching (North American Council for Online Learning 
[NACOL], 2008); b) Standards for Quality Online Teaching (National Education 
Association [NEA], 2006); and c) Guide to Online Teaching Classes (Southern Regional 
Educational Board [SREB], 2006).These sets of guidelines informed the design of the 
instrument by categorizing the competencies and skill sets needed to perform various 
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tasks associated with teaching online. The survey was based on the competencies and 
skill sets for effective teachers outlined in the following documents previously mentioned 
in the literature review section.  
The National Standards for Quality Online Teaching were established by NACOL 
(2008) to address the need for national standards and quality guidelines for online 
teaching for states, districts, online programs and other organizations. NACOL created 
this document after conducting an extensive literature review of existing online teaching 
standards. For cross reference, the standards reviewed were:     
 The National Education Association’s Guide to Teaching Online Courses  
 Fifty-One Competencies for Online Instruction  
 The Ohio Department of Education’s Ohio Standards for the Teaching Profession  
 The Electronic Classroom of Tomorrow’s Teacher Evaluation Rubric (NACOL, 
p2) 
After this comprehensive process, The SREB Standards for Quality Online Teaching 
(2006) were adopted with some modification. The SREB standards employed the 
following five-point rating scale: 
0. Absent—Component is missing 
1. Unsatisfactory—needs significant improvement 
2. Somewhat satisfactory—needs targeted improvement 
3. Satisfactory—discretionary improvements needed 
4. Very Satisfactory—no improvement needed (NACOL, p.3) 
Twelve standards related to online instruction were evaluated using this scale to 
determine a teacher’s performance. They are comprised of the following indicators: 
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A. has appropriate licensure and academic credentials 
B. has the necessary technology skills 
C. uses strategies to encourage active learning 
D. provides clear expectations and provides prompt and regular feedback 
E. models and encourages healthy and ethical use of technology 
F. understands online learning from the perspective of the student 
G. is responsive to students with special needs 
H. creates valid and reliable assessments 
I. delivers assessments that measure learning goals 
J. appropriately modifies instruction based on data from assessments 
K. enables frequent self-assessments 
L. collaborates with colleagues (NACOL, 2008, p1-12) 
The teachers, who are also instructional designers, are evaluated on one additional 
standard dealing with structuring of media and content for effective knowledge transfer 
(NACOL, 2008, p. 10) 
National Standards for Quality Online Teaching (2008) also lays emphasis on one 
aspect in indicator F: “The teacher has experienced online learning from the perspective 
of a student” (NACOL, 2008 p. 7), which demonstrates understanding from a student 
perspective in terms of appropriate responsiveness and supportive attitudes. This could 
also provide an additional insight in terms of student evaluations as to their expectations 
of an online teacher. Keeping in mind student perspective with respect to online teacher 
competencies, helps weigh the online instruction teaching competency and skill sets from 
a balanced perspective. According to Young (2006), the seven core elements for effective 
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online teaching are: adapting to student needs, using meaningful examples, motivating 
students to do their best, facilitating the course effectively, and showing concern for 
student learning. “Effective teachers, according to the students work hard to involve 
everyone in the learning activities, communicate well, offer flexibility, provide 
meaningful and practical connections between theory and practice, and are committed to 
doing what is necessary to make an online course effective” (Young, 2006, p.75). The 
application of these measures of effectiveness in online teaching practice helps the online 
instructor to understand student needs. The experience of an online student gives an 
online instructor the additional insight about student isolation and disconnectedness 
because of weakness in instructional design and lack of communication (Pearcy, 2014).  
The SREB’s Standards for Quality Online teaching (2006) are the most 
comprehensive sets of standards, as stated above. These standards were developed with 
the collaboration and joint efforts of experts from the university and K-12 sectors, 
national and regional organizations, SREB state departments of education, and 
universities and colleges. The SREB standards document starts by defining the qualities 
of an effective online teacher, which would include: 
 Understanding student attributes in terms of their access to and understanding of 
newly available information and technologies and the impact that these have had 
on their world view and consequently how they learn; 
 Possessing time management skills complementary to the asynchronous nature of 
web- based learning and pass on those skills to the students; 
 Producing quality written communication not only for information but also to 
encourage and support students in their learning 
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The NEA’s Guide to Teaching Online Courses (2006) broadens its scope by 
establishing guidelines for policymakers and school administrators to use not only in 
evaluating teachers, but also in selecting hiring and training them, and in building online 
pedagogies. It also focusses on skill sets teachers need in this environment as well as 
equipping them through professional development. It is divided into five sections: an 
overview of opportunities and challenges, system development, preparation and support 
for online teachers, skill evaluation, and future considerations. In the section 
Opportunities and Challenges for Students and for Educators, NEA states that online 
education provides many great opportunities, but teaching online is laced with a lot of 
challenges, “Online teaching shares much with face to face teaching, but it also has a 
unique set of skills and requirements if educators are to teach well online” (NEA, p.1). 
For this purpose, NEA’s document significantly addresses three areas: 
 Pre-service education in keeping with the demands of 21st century teachers. 
 Defining and implementing effective professional development for teachers. 
 Professional development for the people supporting online teachers (mentors, 
technical support staff). 
The survey instrument designed for this study consists of two parts: Part A 
includes demographic questions, and Part B focuses on the skills and competencies 
needed to teach effectively in an online environment. The variables measured in the 
demographics section cover areas such as personal information (e.g., gender, age, etc.), 
areas of specialization, total years of teaching in face-to-face and online environments, 
school settings, participants’ qualifications, and content providers/developers. The 
demographic part of the survey helped the researcher understand the general 
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characteristics of this particular population. The skills and competencies section was 
divided into six sub-sections:  
 Computer software operations: Identified a set of 15 competencies and skill sets 
associated with online teaching. 
 Student needs: Identified awareness of 19 areas of student needs and the requisite 
competencies and skill sets to address them. 
  Instructional strategies: Identified awareness and use of 29 instructional strategies 
pertinent to online teaching and the requisite competencies and skill sets to 
address them. 
  Assessment: Identified 6 areas of assessment in online teaching and requisite 
competencies and skill sets. 
  Instructional management: Identified 7 instructional management systems in 
online teaching and requisite competencies and skill sets to address them. 
  Professional development: Identified 3 areas of professional development and the 
participation in those areas thereof. 
All of these areas have been identified as important in virtual settings (Goodyear et al., 
2001; Knowlton, 2000; McCarthy, 2000) Salmon, 2001). All of these sub-sections helped 
capture the skill sets, competencies, and professional development needs of the 
participating online teachers. Each sub-section has sets of questions that apply to a 
critical skill possessed by effective virtual instructors. 
Revisions Made after the Pilot Study  
The survey instrument was developed according to the sets of professional 
guidelines mentioned above, but revisions were made so that items would not be 
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confusing. For example, the Student Needs Section (item 12) was initially developed as a 
simple statement: ‘Demonstrating familiarity with various barriers to student learning’. 
Following some revisions, the researcher listed specific possible barriers to online 
learning for students as a way to help participants to identify and correctly respond to the 
survey question. In the final revision, these obstacles to effective online learning were 
added: 
a. Time and interruptions; 
b. Infrastructure and support service;  
c. Motivation; 
d. Prerequisite skills; 
e. Technical; 
f. Students’ social issues;  
g. Students’ economic issues.  
These revisions were an outcome of the step-by-step fine tuning for clarity, 
accuracy, and elimination of redundancy. The committee members were engaged in all 
stages of the survey design and their input in each category and sub-category was very 
thorough. The first set of changes were made in keeping with the expert comments made 
by the committee members. For example, in the Computer Software Operations category, 
the statement ‘demonstrating familiarity with online tools and infrastructure associated 
with Learning Management Systems (LMS)’ was further clarified with examples so that 
the teachers may be able to identify the Internet browsers they may be using (Internet 
Explorer, Firefox, Safari, etc.). In the category Student Needs, the statement ‘being aware 
of a variety of adaptive/assistive technologies for students with special needs in 
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compliance with section 508’ was edited. The part about compliance with section 508 
was deleted because online teachers may be acquainted with some assistive/adaptive 
technologies, but not with section 508, so they may not respond to the question.  
The participants were asked to rate themselves in all sections of Part B using a 
four-point Likert-type scale (1=poor, 2=fair, 3=good, and 4= excellent). After the first 
round of revisions, a pilot study was conducted for a final revision of the survey 
instrument with the cooperation of the experts (K-12 online teachers, community college 
online teachers, and Blackboard experts) who teach online and are acquainted with the 
system. Based on the pilot study, additional revisions were incorporated. For example, 
the researcher had used the term ‘Memes’ in item 42 related to using appropriate online 
etiquette to foster understanding of Web-based culture. The pilot study participants felt 
that this term was not used much, and that knowledge of this term does not particularly 
make a teacher more effective. All of these revisions by the committee members and pilot 
study participants ensured that the survey instrument demonstrated a sufficient level of 
construct validity. This concept requires that the survey items adequately measure the 
constructs, and that the respondents are able to correctly interpret each construct that they 
are supposed to answer. The following guidelines helped the researcher in conducting the 
pilot study: 
 Administer the questionnaire to pilot subjects in exactly the same way as it 
will be administered in the main study. 
 Ask the subjects for feedback to identify ambiguities and difficult questions. 
 Record the time taken to complete the questionnaire and decide whether it is 
reasonable. 
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 Discard all unnecessary, difficult or ambiguous questions. 
 Assess whether each question gives an adequate range of responses.  
 Establish that replies can be interpreted in terms of the information that is 
required.  
 Check that all questions are answered.  
 Re-word or re-scale any questions that are not answered as expected.  
 Shorten, revise and, if possible, pilot again.  
(Peat et al., 2002, p. 123) 
Open-Ended Questions 
  A qualitative component was added to the survey instrument with a set of open 
ended questions wherein the teachers report their lived experiences, transformative 
processes and learned teaching practice along with their areas of needs that need to be 
addressed in professional development. For qualitative analysis, data was gathered 
through Fourteen open ended questions added to the survey, which addressed how the 
participants evolved from face-to-face to virtual teaching, as well as how their 
understanding of competencies and skill sets of virtual instruction developed to inform 
their professional development needs. For quantitative analysis, the closed questions were 
pre-coded, allowing the participants to choose from the designated categories. 
 In open ended questions, the respondents answer questions in their own words 
(Bradburn & Sudman, 1988). Reja et al (2003) support the use of open ended questions 
as, “one is to discover the responses that individuals give spontaneously; the other is to 
avoid the bias that may result from suggesting responses to individuals” (p.159). 
Bradburn & Sudman also (1988) believe that responses obtained from closed questions 
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are “more relevant and compatible” (p, 147) whereas open-ended questions produce 
“fuller and deeper responses” (p.147) that are very useful because they allow respondents 
to explain information that is otherwise simply quantified in the survey instrument, 
elaborate upon ambiguous areas, and draw attention to salient issues that may not have 
occurred to researchers. The open-ended questions are a part of the survey, allowing the 
researcher to develop an in-depth understanding about participants’ perceptions regarding 
specific competencies, skill sets, and professional development needs. The following are 
some of the reasons for which the open ended questions were added to the survey, which 
was distributed online: 
 Improved transcription and ability to quote from the responses with 100% 
accuracy; 
 The respondents could answer the questions in their own words--freedom of 
expression(no prompts or choices are offered) 
 Provide richness and depth to the data  
 Help identify possible responses that would otherwise miss in terms of the 
respondents pointing to some other aspects of the study  
 Appropriateness to the subject matter, since this study specifically explores online 
environments and the skills of those who use it; communication skills. 
 The responses from participating teachers will actually demonstrate their online 
competencies and skill sets that support their teaching presence and social 
presence that will give the researcher a sense of how effective they are at 
engaging and encouraging their students in fast-paced virtual environments. 
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The rationale for using a survey is that surveys are very helpful statistical tool in 
collecting data about general trends and specific issues (Fink, 2009).They are also helpful 
in providing according to Cresswell (2009), “a quantitative or numeric description of 
trends, attitudes, or opinions of a population” (p.145). According to Fink (2009) data 
collection with the help of surveys helps to describe, compare or explain individual 
“knowledge, feelings, values, preferences and behavior’ (p.1). Self-Reporting surveys 
assure quick data collection and it’s an inexpensive way of collecting information from 
the respondents themselves as Paulhus & Vazire (2007) state, “no one else has access to 
more information than oneself, and that this information is rich with motivational and 
other introspective details that others might not be aware of (p.227).The other advantages 
could be elimination of interviewer bias, anonymity, personal space and privacy to 
respond. If there are advantages to self-reporting surveys, there are certain disadvantages 
too. One of them is response bias which may show in the way the respondents respond. 
Sources of response bias are reduced in this study as there are no psychological threats or 
hostility involved. The study is about Teacher Preparation and Professional 
Development: Competencies and Skill Sets for the Online Classroom. 
For this research, the natural setting was the online environment from where the 
researcher drew out the richness of experiences of participating virtual teachers in terms 
of competencies, skill sets, and their professional development needs. The best approach 
to understand these terms was accomplished by the basic interpretive qualitative research. 
It is called basic rather than applied research and applying it to this study would mean 
that the aim of this study was primarily to give the researcher an understanding of what it 
meant to teach in an online environment in terms of competencies and skill sets, and in 
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what ways virtual instructors should get support and professional development.  By 
exploring the qualitative aspect of online teacher competencies, skill sets, as well as 
professional development needs, the researcher was able to gather data about online 
education from the wide range of transformational experiences, the online teachers went 
through, in their teaching roles and practices. This particular study provides an insight 
into online teaching as an emerging phenomenon in the field of K-12 education. 
Participants and Data Collection Procedures 
 The participants for this study were teachers in fully online schools in the state of 
Ohio. The list of virtual schools in Ohio were identified by browsing the Web and the 
Ohio Department of Education website. The contact information of potential participating 
teachers was obtained either from school Web pages or coordinated by school officials 
upon acceptance of the request for access to their teaching staff members. The letter of 
access covered all the details of the study as well as the information about the IRB 
process, while ensuring that anonymity of the respondents and their respective 
institutions were maintained. A copy of the letter of access/permission can be found in 
the Appendix (B & C). 
 The survey was Web-based, so that its URL could be sent to the participating online 
teachers identified by a search on school Web sites or from the schools. The survey for this 
study was created using Survey Monkey, the Internet-based survey creator as was decided 
after considerable thought and in agreement with the members of the committee. This 
program was chosen due to its ability to easily distribute surveys and its ability to ensure 
participant confidentiality. All the participants were given the option of not answering a 
question by selecting the No Response option that was available for each question. They 
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could also choose not to participate at the very beginning of the survey, thus ensuring 
voluntary participation.  
 Prospective respondents were sent an initial email from the researcher after 
procuring permission from the school officials. Informed consent was obtained via the 
participants accessing the Web site after which they completed the survey. A reminder 
was sent to the entire pool of potential participating teachers once a week for three 
weeks .The purpose of this reminder was to encourage the teachers complete the survey. 
The process is outlined as: 
 The survey was emailed to all the fully online schools in Ohio. A list of Ohio online 
schools in Ohio was available from the ODE website with all the required 
information in an Excel spreadsheet (with the IRN numbers, e-school sponsor, e-
school phone numbers). 
 Two types of Letters of Access were drafted for that purpose (attached Appendices B 
& C). 
 The link to the web-based survey was sent to the participants directly or through 
school officers (admin/contact person). A letter of informed consent embedded in the 
survey instrument was emailed along with the survey instrument. (attached Appendix 
D) 
Data Analysis 
 Survey Monkey, an online survey development company, was chosen to host this 
study because it met the needs of this mixed method study. The program offers multiple 
choices both in terms of survey design and analysis tools and is both easy to use and 
economical. The responses of the survey can be both viewed and downloaded as All 
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Responses Data or All Individual Responses, and this proved to be very beneficial for 
data analysis in the case of both the quantitative and qualitative research. Data from the 
survey was first exported to the excel format, and after data cleaning procedures it was 
exported to the SPSS format. The same export formats are available for both All 
Responses Data and All Individual Responses. The researcher used both the formats for 
this study. The data cleaning issues that occurred were to do with the informed consent 
part of the survey. Some participants had clicked yes to the link, and had not filled in the 
survey, so their responses could not be included in this study. Some participants had 
responded no, but had filled in their responses. In such cases also, the researcher could 
not include their responses / them in the study. A reminder was sent to the entire pool of 
potential participating teachers once a week for three weeks, after which the respondents 
could take the survey, but would not be included in the results as the researcher had used 
the filter for the purpose of uniformity in terms of time. The total responses that were 
filtered out were four, and the other responses not included because of lack of consent 
were twenty-eight (28). From a pool of 126 respondents, only 98 respondents could be 
included in the study. 
The items in Part one (demographics) of the survey instrument were analyzed 
using basic descriptive statistics measures to present general findings based on data, 
such as percentages of male/female participants, age, level of education, areas of 
specialization (content areas taught), teaching experience in both face-to-face and online 
settings, types of school, teaching level, format of online classes, creation of content, 
location, qualifications, teacher preparation online, hours of professional development, 
methods of delivery of professional development, customized professional development, 
118 
 
location, and so forth. The demographics were also used to report the education level in 
terms of qualification and teacher preparation, hours of professional development, 
which was further analyzed with further cross-tabulation and correlations. 
 Quantitative data analysis. The items in Part two of the survey were also 
analyzed using descriptive statistics, such as means and standard deviations. Cross 
tabulations (Table 13) were conducted as a Cross-tabulation table provides a wealth of 
information about the relationship between the variables In the case of this study, the 
question, ‘was professional development customized according to your needs’, was 
cross-tabulated with all the competencies and skill sets in the survey to see how 
customization of professional development impacted teacher competencies and skill sets. 
In addition to these measures, correlations between each of the subscales were 
calculated. Correlation between hours of professional development reported by the 
online teachers with all the competencies were also calculated. This was calculated to 
know how many hours of professional development do online teachers have in an 
average week and in what ways does it support their competencies and skill sets.  In 
addition to conducting basic descriptive statistics measures, factor analysis and reliability 
testing was done using Cronbach’s alpha coefficient for each of the subscales to 
determine the level of internal consistency.  
 Qualitative data analysis. Once descriptive statistical data was calculated, 
qualitative data was analyzed using the responses procured from the open ended 
responses. Open-ended questions were transcribed verbatim for data analysis. The first 
step of the data analysis was reading the transcripts again and again, line by line to 
immerse oneself into the data. The second step, after reading the transcripts carefully, 
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was labeling words and phrases that were relevant, which is also referred to as coding or 
indexing interchangeably. (Hesse, Nagy & Leavy, 2006). The guidelines as to how and 
what to code were to see if some words, phrases, and sentences were repeated several 
times or if there was something in the data that was surprising. In certain transcripts, it 
the participant himself or herself may state that this aspect, thought, or idea was 
important. The transcripts could also evoke or trigger something that the researcher may 
have read about in some research journals: a theory or concept. This is quite similar to 
Bryman’s (2008) suggested steps at stage 1 of data analysis:  
 Read the text as a whole, make notes at the end 
 Look what it is about 
 Major themes  
 Unusual issues, events, etc. 
 Groups into types or categories. 
Coding represents the operations by which data are broken down, conceptualized, 
and then put back together in new ways that the researcher sees the data or wants it 
represented. Gibbs (2010) defines coding as a way of attaching names or ideas 
represented by names to pieces of texts in transcripts. Coding is a process of making 
notations next to the data that may be important, while open coding is the arrangement of 
data into as many possible coding segments as one thinks may be useful for data analysis. 
Open coding is a very useful process, as it makes the researcher look expansively at the 
data and helps one to develop very general assumptions.  
After the process of coding the data, the codes were re-examined for redundancy 
and relevance. The researcher went through the process of reviewing the codes in such a 
120 
 
way as to eliminate the repetitive codes by either dropping them or combining them. 
Meanwhile, the process of thinking of the grouping of codes was on-going. Through this 
process categories were created, as aptly described by Saldana (2013): “As you code or 
recode, expect-or rather strive for-your categories to become more refined…there may be 
some rearrangement and reclassification of coded data into different and even new 
categories” (p.11).  
In data analysis, categories have conceptual power because they are able to pull 
together groups of concepts. Thinking through the process practically, categorising 
consists of going through all concepts and asking questions, such as ‘What is this concept 
about?’ or ‘Is this concept similar or different from the one before or after?’ Merriam 
(2009) refers to this initial process as thinking “as if you are having a conversation with 
the data” (p.178). This process tries to make sense of the raw data by making little notes 
and queries in the margin. Categories are discovered when concepts are compared against 
one another, and concepts become characteristic components of a category if they relate 
to each other within that category – otherwise known as subcategories.  
If a concept seems not to pertain to an already identified category, it should be left 
aside and it may potentially become the entry to a new category as data analysis 
continues. As discussed in Merriam (2009), the categories should be exhaustive, mutually 
exclusive, sensitizing, conceptually congruent, and responsive to the purpose of the 
study. The main challenge of data analysis is to construct categories or themes that 
capture some recurring pattern that cuts across the data (Merriam, 2009). In my study, a 
cross reference of the transcripts was done along with the original themes that were 
generated from the data. The themes that did not appear in both the interview transcript 
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data were eliminated. Following the process explained above, the final analysis was 
“reached by differentiating and combining data retrieved based upon the reflections one 
makes about the information collected” (Miles & Huberman, 1994, p.56). 
Trustworthiness 
According to Merriam (2009), all research is conducted with the aim of producing 
valid and reliable knowledge, so that practitioners in applied fields can trust and use 
research-based outcomes convincingly. Be it quantitative or qualitative, validity and 
reliability are central to both types of research, although the way they are addressed may 
be based on different assumptions about what is being investigated. Validity, in general, 
is related to the degree to which an account is accurate or truthful. In terms of qualitative 
research, validity is concerned with the degree to which findings are judged to have been 
interpreted correctly. Reliability in qualitative research means the ability of different 
researchers to make the same observations of a given phenomenon if and when they are 
conducted using the same method(s) and procedure(s). As validity and reliability are very 
important measures to evaluate the quality of either type of research, many qualitative 
researchers use positivistic terminology (validity and reliability) to gain acceptance of 
their work in the quantitative world (Creswell, 2007).  
However, Lincoln and Guba (1985) advocate for the use of alternative terms more 
conducive to naturalistic research. To ensure or confirm the trustworthiness of a study, 
they use the terms credibility, transferability, dependability, and conformability instead of 
internal validation, external validation, reliability, and objectivity as used in quantitative 
research. Trustworthiness can be achieved by “prolonged engagement in the field, 
triangulation of data sources, methods, persistent observation, peer debriefing, negative 
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case analysis and member checking” (Lincoln & Guba, 1985, p.219). Creswell (2007) 
advocates the term validity as an attempt to assess the accuracy of the findings and 
further suggests researchers employ the following validation strategies: 
 Prolonged and persistent engagement in the field; 
 Triangulation using multiple and different sources, methods, investigators and 
theories to find corroborative evidence; 
 Peer review or debriefing to provide an external check of the research process; 
 Clarifying researcher bias; 
 Member checking;  
 Rich thick descriptions; 
 External audits. 
Credibility can also be achieved through multiple research sites, multiple participants and 
multiple contacts with the participants.  
  According to Merriam (2002), triangulation is a well-known method to establish 
internal validity in research studies. Triangulation, in the context of this study, was 
achieved through the comparison of the two types of information collected from through 
the web-based survey instrument that had both the quantitative and qualitative questions. 
Peer debriefing means the researcher meets with a trusted colleague, advisor, committee 
member who has a general understanding of the study.  
 In the context of my study, peer debriefing was conducted to provide 
trustworthiness to the readers by two ways. During the pilot study, the researcher met 
with K-12 online teachers, faculty teaching in the online setting in a community college, 
to review the instrument. These teachers also completed the survey instrument and the 
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researcher met with them again for a feedback. Going through this process refined and 
shaped the instrument, as well as provided a platform for interaction at the instrument 
revision stage. Later on, the researcher met with a trusted colleague, and committee 
members to think aloud the thought processes related to the study, along with 
discussions. Transferability is achieved through thick description and consequent 
interpretation of the data (Lincoln & Guba, 1985), thus “providing an adequate database, 
that is, enough description and information that readers will be able to determine how 
closely their situations match, and thus whether findings can be transferred” (Merriam, 
2002, p. 29). To that end, this study aimed at providing as many details as possible, 
through ‘thick descriptions’ to give the other researchers, and readers an in-depth 
understanding of the online environment, so that it becomes easy for them to follow the 
research in an online context in terms of teacher competencies and skill sets. As data was 
collected from the K-12 online teachers in Ohio, the findings may be found to be relevant 
to other online teachers. One may consider the data of this study as an appropriate lead to 
similar studies or even understanding to some extent the online professional development 
needs of the K-12 online teachers in Ohio. 
Limitations 
  The first limitation of my study was that despite all efforts to incorporate the 
national and state standards and the professional organizations, there may have been 
some competencies and skill sets left out. This lack could have been compensated by 
taking into account the face to face teaching component and making provision for such 
questions in the survey instrument. The second limitation is associated with the nature of 
online learning. Emerging technologies and the integration of relevant technologies into 
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professional development will change in the future years. Some questions in the open 
ended section could have tapped into the role of teachers in terms of integrating emerging 
technologies in teaching. Some participants had a background in technology which would 
have led to better insights towards future teacher needs. The third limitation is the self-
report bias that such a survey may contain. Even though the advantage of self-report is 
that it gives you the respondents’ own views directly which are difficult to procure in any 
other way, but at the same time respondents may not give the researcher a very accurate 
information about their competencies and skill sets. 
Summary of Chapter 3 
A mixed-methods research design was used for this study. A self-reporting online 
survey (Appendix A) was administered to collect quantitative data focused on research 
question 1, while open ended questions attached to the survey (Appendix B) were used to 
gather qualitative data dealing with research questions 2 and 3. Appendix C includes the 
list of open ended questions and their correlation to the research questions supporting this 
study. 
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CHAPTER IV 
RESULTS 
 
The purpose of this study was to determine to what extent educators in online K-
12 schools in Ohio are equipped to work in a virtual learning environment. A Web-based 
survey was designed to capture the participants’ demographic data and their self-reported 
competencies and skill sets. Close and open-ended questions were added to understand 
the professional development needs of the participants. This understanding will then lead 
to recommendations for the development of programs designed to address particular 
professional development needs. This study was guided by the following publications: a) 
National Standards for Quality Online Teaching (2008) by the North American Council 
for online Learning [NACOL]; b) Standards for Quality Online Teaching (2006) by the 
National Education Association [NEA]; and c) Guide to teaching Online Classes (2007) 
by the Southern Regional Educational Board [SREB]. The qualitative part of this 
research project was conducted as a basic interpretative study focused on the experiences 
of participating online teachers and their professional development needs. 
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 This chapter presents findings gathered from the study. Data analysis was 
performed based on descriptive and inferential statistics by using SPSS (version 22). The 
following research questions were answered: 
1. How do the participating online teachers rate their own skills and 
competencies in keeping with the existing online teaching standards?  
2. What do participating teachers report are the ways to prepare and support 
online teachers? 
3. What elements should be included in the design of a professional development 
program for K-12 online teachers?  
Demographic Data 
The first section of the survey instrument gathered the demographic information 
including gender, age, area of specialization, as well as specific data related to the 
characteristics of the online schools represented by the participants respondents were 
predominantly female (N= 71, 72%) while 27 (28%) were males (Figure 1). Their age 
ranged from 23 to 68 years, with a mean age of 45.70, and a median age of 45. The single 
largest group of teachers consisted of 27 teachers within the 36-45 years range.   
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Figure 4. Gender Breakdown of Participating Teachers. 
 
 
 
 
Figure 5. Age Breakdown of Participating Teachers.  
 Along with demographic data, main teaching field/area of specialization 
information was also gathered. The list below represents the academic subjects taught by 
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the participating teachers: English language arts (N=18, 18.36%), mathematics (N=17, 
17.34%), social studies (N=16, 16.32%), special education (N=17, 17.34%), science 
(N=10, 10.2%), foreign language (N=11, 11.22%), early childhood education (N=7, 
7.14%), art (N=5, 5.10%), music (N=3, 3.06%), and health and physical education (N=3, 
3.06%). Fourteen responses (28%) identified the following content areas: family and 
consumer services (N=1, 1.02%), life skills (N=1, 1.02%), educational leadership (N=1, 
1.02%), educational technology (N=1, 1.02%), credit recovery (N=1, 1.02%), graduation 
coach (N=1, 1.02%), electives (N=1, 1.02%), and school administration (N=1, 1.02%).  
Six other teachers reported elementary school subjects (N=4, 4.08%) and reading (N=2, 
2.04%). Two of the options provided to participants “gifted” and “speech” did not get 
selected at all. 
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Figure 6. Area of Specialization. 
Of all the 98 online instructors that responded to this question, twenty-four (48%) 
reported having face-to-face teaching experience between 0-5 years, nineteen (19.38%) 
between 6-10 years, thirteen (13.26%) between 11-15 years, eleven (11.22%) between 
16-20 years, nine (9.18%) between 21-25 years, thirteen  (13.26%) between 26-30 years, 
seven (7.14%) between 31-35 years, whereas only two (2.4%)  reported teaching between 
35-40 years . The overall mean of face-to-face teaching experience of online teachers was 
12.49 years. 
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Figure 7.Teaching Years in Face-to-Face Settings. 
Out of the 92 respondents, sixty (65.21%) taught online between 0-5 years, 
twenty-two (24%) between 5-10 years, whereas ten (11%) reported teaching virtually 
between 11-15 years. 
 
Figure 8. Teaching Experience in Online Settings. 
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Forty-nine of the 98 participants (50%) reported teaching in a public school, 
forty-three (44%) in a charter school, twenty-seven (28%) in a private school, two 
(2.04%) in a parochial school, and one (1.02%) in a university-affiliated school. It should 
be noted that the respondents could only choose one type of school.  
 
Figure 9. Type of School. 
Of all the online teachers who responded to the survey, a total of 66 (N=67.34%) 
reported teaching high school, 12 (12.24%) elementary school, 10 (10.02%) middle 
school, and 10 (10.20%) other instructional responsibility arrangements, such as both 
high and middle school or elementary and middle school. 
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Figure 10. Teaching Level. 
Of all the 98 study participants, 71 (72.44%) reported teaching special education 
classes, 62 (63.26%) at-risk courses, 45 (46%) credit recovery classes, 17 (17.34%) 
advanced placement courses, and 9 (9.18%) gifted education classes. Percentages do not 
add to a 100% because respondents were able to choose as many categories as applicable. 
 
Figure 11. Breakdown of Online Classes Taught by K-12 Online Teachers in 
Ohio. 
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 The survey also included an item about the primary author of the online content 
used. Seventy-two respondents (74.44%) indicated online curriculum providers, 12 
(12.37%) identified themselves as authors, 4 (4.12%) reported curriculum specialists, 
while 9 (9.27%) chose ‘others’ as primary content author. In terms of detailing what is 
meant by ‘others,’ 4 study participants selected a combination of themselves and online 
content providers, 1 respondent mentioned a combination of two online content 
providers, online content and textbooks, and library and Internet resources, respectively. 
It should be noted that virtual schools themselves were identified as content providers by 
2 other respondents, while none of them reported their colleagues as playing that role. 
Percentages do not add to a 100% because respondents were able to choose as many 
categories as applicable. 
 
 Figure 12. Primary Author of Content Taught by K-12 Online Teachers. 
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 A total of 75 teachers (77%) indicated that they had a master’s degree, 25 (26%) a 
bachelor’s degree, 2 (2.04%) an associate’s degree, 2 (2.04%) a doctoral degree, 4 
(4.08%) an Online teaching certificate, and 5 (5.1%) reported others. Percentages do not 
add to a 100% because respondents were able to choose as many categories as applicable. 
 
Figure 13.  Educational Background Degrees. 
  Sixty-two teachers (63.26%) reported that they had no formal course on online 
teaching, 16 (16.32%) had non-credit bearing continuing education in online teaching, 8 
(8.16%) had 1-5 credit bearing hours in online teaching, 8 (8.16%) had 11+ credit hours 
and 4 (4.08%) had 6-10 credit bearing hours in online teaching.  
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Figure 14. Preparation for Online Teaching (OT). 
 Of all the 98 K-12 online teachers who responded to the survey 71 (72.44 %) 
reported that they had attended professional development between 1 to 10 hours last year, 
17 (17.34%) between 11 to 20 hours, 6 (6.12 %) between 21 to 30 hours, 2 (2.04%) 
between 41-50 hours and 1 (1.02%) between 31 to 40 hours. 
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Figure 15. Hours of Professional Development Participated the Previous Year. 
Of the teachers who responded to this question, a total of 50 (51.02 %) reported 
delivery of professional development in a hybrid format (a combination of face-to-face & 
online), 35 (36%) a fully online PD, and 13 (13.26%) a fully face-to-face format. 
 
Figure 16. Delivery of Professional Development.  
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 Of all the 98 teachers who responded to the survey, a total of 58 (59.18%) 
responded that professional development was customized according to their needs, 
whereas 40 (41%) reported that professional development was not customized to their 
needs. 
 
Figure 17. Customization of Professional Development. 
 Of all the 98 teachers who responded to the survey, a total of 39 (40%) online 
teachers reported that they taught in urban schools, 33 (34%) in sub urban settings, and 
26 (27%) in rural schools 
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Figure 18. School Setting. 
Descriptive Statistics 
 Three categories were established for responses to the question ‘How do the 
participating online teachers rate their own competencies and skill sets in keeping with 
the existing online teaching standards?’ The competencies that had a mean score above 
3.00 were considered “good to excellent,” competencies between 2.00 and 3.00 were 
considered as “fair to good,” and the competencies under 2.00 were considered “poor to 
fair.” 
 Computer Software Operations. In the subscale Computer Software Operations, 
there were six competencies and skill sets rated “good to excellent,” nine rated “fair to 
good,” and none rated “poor to fair.” Some of the competencies and skill sets in the “fair 
to good” category included the following, in descending order of mean scores: (n) 
creating web-based professional resources, such as class websites and/or curriculum 
pages, M=2.55, (f) tracking the development of emerging computer software that may 
impact the classroom, M=2.35, (j) demonstrating familiarity with online tools like 
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content management systems (CMS) (Word Press, Drupal, Wiki), including the ability to 
modify and add content, M=2.33, and (o) designing learning activities intended to teach 
students how to publish on the web, M=2.17. This data shows a need to address these 
competencies, as there is room for improvement.  
Table 6 
Computer Software Operations 
Subscale Item Responses Mean Standard 
Deviation 
Designing learning activities intended to 
teach students how to publish on the Web 
(o) 96                2.17 .97 
Demonstrating familiarity with online tools 
like Content Management Systems (CMS) 
(Word Press, Drupal, Wiki), including the 
ability to modify and add content 
(j) 96                2.33 .88 
Tracking the development of emerging 
computer software that may impact the 
classroom 
(f) 96               2.35 .91 
Creating web-based professional resources, 
such as class websites and/or curriculum 
pages 
(n) 96                 2.55 .96 
Incorporating multi-media and visual 
resources into online teaching 
(l) 96                 2.73 .92 
Facilitating online teaching with 
synchronous tools (chat systems, 
whiteboards, real-time web and video 
conferencing) 
(a) 96                 2.77 
 
.92 
Demonstrating familiarity with on-line tools 
such as Learning Management Systems LMS 
(Moodle, Blackboard), including the ability 
to modify/add content 
 (i) 96               2.90 .90 
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Applying troubleshooting skills (changing 
passwords, downloading, installing plug-ins) 
(k) 96                2.90 .90 
Teaching with asynchronous tools 
(discussion boards, blogs, social networking, 
emails, listserv) 
(b) 95               2.98 .85 
Using spreadsheets software (d) 96                3.07 .82 
Using presentation software (e) 97               3.19 .88 
Using Web resources, Web search engines to 
explore educational resources, lesson plans 
and relevant teaching materials 
(m) 95                3.22 .83 
Familiarity with the industry-standard 
programs to access the Internet, including 
internet browsers (e g., Internet Explorer, 
Firefox, Safari 
(g) 97                3.26 .75 
Email (ex. Gmail, Microsoft Outlook and 
Mozilla Thunderbird) 
(h) 97                3.56 .65 
Using word processing software (c)  97                  3.59 .64 
 
 Student Needs. In the subscale Student Needs, there were eight competencies 
with mean scores rated “good to excellent”, seven competencies and skill sets rated “fair 
to good”, and four competencies and skill sets rated “poor to fair.” The competencies and 
skill sets with mean scores in the “poor to fair” range included: (g) listening systems for 
lectures, M=1.97, (a) using a variety of adaptive/ assistive technologies for students with 
special needs, such as braille note-takers, M=1.93, (f) alternative keyboards, M=1.92, and 
(d) speech synthesizer programs, M=1.82. 
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Table 7 
Student Needs 
Subscale            Item Responses Mean Standard Deviation 
Speech synthesizer programs (d) 88 1.82 .90 
Using a variety of 
adaptive/assistive technologies for 
students with special needs such as 
braille note-takers 
(a) 89 1.93 .93 
Alternative keyboards (f) 88 1.92 .95 
Listening systems for lectures (g) 87 1.97 .86 
Speech recognition programs (c) 89 2.09 .97 
Text enlargers (e) 89 2.42 .99 
Learners with physical disabilities (j) 89 2.67 .80 
Learners with cognitive disabilities (i) 89 2.73 .79 
Learners with behavioral disorders (k) 88 2.76 .84 
Responding appropriately to the 
cultural background and learning 
needs of English Language 
Learners (ELLs) 
(a) 88 2.82 .85 
Adapting teaching style(s) to the 
needs of different learners, such as 
accelerated learners 
(h) 88 2.94 .81 
Learners with no prior online 
learning experience 
(l) 89 3.07 .74 
Infrastructure and support services (o) 90 3.08 .77 
Motivation (p) 89 3.15 .63 
Prerequisite skills (q) 89 3.15 .67 
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Technical (r) 88 3.10 .71 
Social and economic (s) 89 3.17 .64 
Adjusting teaching strategies 
based on student 
performance/feedback 
(m) 89 3.18 .76 
Demonstrating familiarity with 
various barriers to student 
learning, such as time and 
interruptions 
(n) 89 3.26 .65 
 
 Instructional Strategies. In the subscale Instructional Strategies, there were ten 
competencies and skill sets rated “good to excellent” and nineteen competencies and skill 
sets rated “fair to good”. Some of the competencies and skill sets rated “fair to good” 
included: (cc) designing learning activities relevant to diverse learners by using e-mail 
exchanges and/or web-based collaborative projects to engage online, M=2.58, (x) design 
and re-design of content, M=2.56, (h) small group work, M=2.56, (g) case studies, M= 
2.42, and (s) trolling and flaming, M=2.10. 
Table 8 
Instructional Strategies 
Subscale Item Responses Mean Standard Deviation 
Trolling and flaming (s) 70 2.10 .94 
Case studies (g) 71 2.42 .94 
Small group work (h) 71 2.56 1.04 
Design and re-design of content (x) 71 2.56 .98 
Designing learning activities 
relevant to diverse learners by 
using e-mail exchanges and/or 
(cc) 69 2.58 .91 
143 
 
web-based collaborative 
projects to engage online 
students in communication with 
other students and/or experts in 
different geographical areas 
Connection based literacies 
(personal literacy, networking 
literacy, participatory literacy, 
cultural & intercultural literacy) 
(w) 70 2.59 .84 
Collaborative learning (d) 70 2.60 1.01 
Promoting digital literacies in 
the online classroom: language 
based digital literacies (texting 
literacy, visual and multimedia 
literacy, mobile literacy) 
(v) 71 2.65 .91 
Promoting Common Core 
Standards by creating lesson 
plans aligned with CCR 
standards (college and career 
readiness) supporting 
application of knowledge 
through higher order skills 
needed to compete in a global 
economy 
(bb) 70 2.73 .87 
Cyber bullying (t) 71 2.75 .87 
Global awareness (aa) 71 2.78 .75 
Discussion groups (e) 71 2.83 .91 
Continually reviewing all 
materials and web resources for 
their alignment with course 
objectives and appropriate 
standards 
(p) 71 2.86 .83 
Facilitating learning for 
students new to online 
environments by using ice-
(a) 71 2.87 .91 
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breakers and other introductory 
activities to build relationships 
among students for a 
participatory learning 
community 
Using student-centered 
instructional strategies focused 
on real-world applications, such 
as peer based learning 
(b) 71 2.87 .86 
Emoticons and abbreviations (r) 70 2.87 .85 
Communication and 
collaboration 
(z) 70 2.87 .85 
Promoting 21st century skills in 
the online classroom: Critical 
thinking and creative problem 
solving skills 
(y) 71 2.89 .84 
Inquiry-based activities (c) 70 2.96 .81 
Online privacy and sharing (u) 71 3.01 .82 
Self-directed learning (f) 71 3.08 .71 
Developing leading questions to 
encourage student participation 
(j) 71 3.15 .82 
Differentiating instruction to 
engage struggling students 
(o) 70 3.21 .72 
Using appropriate online 
etiquette to foster understanding 
of Web-based culture 
(q) 68 3.29 .69 
Identifying areas of agreement 
and disagreement 
(clarifications) 
(l) 70 3.29 .71 
Coaching and mentoring (n) 71 3.34 .61 
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Encouraging and 
acknowledging student 
contribution 
(m) 70 3.46 .58 
Establishing teacher presence 
by means of using 
communicative skills      
(i) 71 3.49 .53 
Establishing teacher presence 
by providing feedback on 
student assignments 
(k) 70 3.53 .56 
 
 Assessing Student Learning. In the subscale Assessing Student Learning, there 
were five competencies rated “good to excellent” and one competency and skill set rated 
“fair to good”. The competency and skill set rated “fair to good” was (e) using relevant 
data to guide and monitor students’ time management skills, M=2.97. 
Table 9 
Assessing Student Learning 
Subscale Item Responses Mean Standard Deviation 
Using relevant data to guide and 
monitor students’ time 
management skills 
(e) 71 2.97 .81 
Creating opportunities for 
student self-assessment, 
reflection, independence, and 
responsibility for learning 
(d) 71 3.04 .69 
Evaluating and analyzing web 
resources for authority, 
accuracy, currency, and 
relevance 
(f) 71 3.04 .73 
Assessing student readiness and 
learning in multiple ways 
(b) 71 3.17 .70 
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Creating/selecting fair, 
adequate, and appropriate 
assessment instruments to 
measure student learning 
(c) 71 3.17 .61 
Providing timely, personalized, 
and constructive feedback for 
assignments /questions 
(a) 71 3.59 .55 
 
 Instructional Management. In the subscale Instructional Management, all seven 
competencies were rated “good to excellent”; the two highest were: (c) consistently 
modelling effective communication skills to maintain records of relevant 
communications with students, M=3.56 and (b) communicating with parents, colleagues, 
and other stakeholders, M=3.50.   
Table 10 
Instructional Management 
Subscale Item Responses Mean Standard Deviation 
Demonstrating knowledge of 
legislation (e.g., copyright 
protection), resources, and 
techniques for appropriate uses 
of electronically accessed data 
(d) 70 3.03 .78 
Helping students conform to 
the school’s Acceptable Use 
Policies (AUP) 
(g) 67 3.22 .79 
Establishing consistent and 
appropriate expectations for all 
types of interactions in the 
online learning environment 
(b) 70 3.43 .53 
Applying effective facilitation 
skills to create a relationship of 
(a) 70 3.44 .65 
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trust between students and 
their teacher, as well as among 
students 
Intervening appropriately 
when students misbehave 
online 
(e) 70 3.36 .72 
Communicating with parents, 
colleagues, and other 
stakeholders 
(f) 70 3.50 .65 
Consistently modeling 
effective communication skills 
to maintain records of relevant 
communications with students 
(c) 71 3.56 .55 
 
 Professional Development. In the subscale Professional Development, the 
teachers rated the quality of the professional development sessions. All three categories 
were rated “fair to good.” The lowest one was (c) formal professional learning 
communities for online teachers, M=2.54.  
Table 11 
Professional Development 
Subscale Item Responses Mean Standard Deviation 
Formal professional learning 
communities for online 
teachers 
(c) 70 2.54 .99 
Formal face-to-face or online 
mentoring programs, either 
in face-to-face or online 
formats 
(b) 69 2.61 .90 
Formal professional 
development activities (such 
(a) 71 2.90 .90 
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as workshops, seminars, 
etc.), either in face-to-face or 
online formats 
 
 Summary of descriptive statistics. Table 12 summarizes the overall results 
related to how online teachers rate their own skills and competencies and skill sets. For 
competencies with a mean score under 2.0 there is room for improvement, and they could 
be addressed first in professional development sessions and workshops. For competencies 
with a mean score between 2.0 to 3.0 are the competencies and skill sets where the 
teachers have rated themselves between good to fair, and there is scope for improvement. 
For competencies and skill sets with mean score above 3.0, it may be probable that the 
competencies and skill sets have already been met. 
Table 12 
Summary of Descriptive Statistics 
 
Domain Number of 
Items 
Number of 
Responses 
Mean Standard 
Deviation 
Cronbach’s 
Alpha 
Instructional 
Management 
7 488 3.37 .48 .851 
Assessing 
Student 
Learning 
6 425 3.16 .51 .828 
Instructional 
Strategies 
29 2043 2.90 .52 .949 
Computer 
Software 
Operations 
15 1442 2.87 .65 .931 
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Professional 
Development 
3 210 2.69 .83 .866 
Student 
Needs 
19 1684 2.67 .58 .936 
 
 The overall average mean for all the six subscales was 2.90, which is in the “fair 
to good” range. Subscales dealing with Instructional Management and Assessing Student 
Learning had higher means (3.16 and 3. 37 respectively), as compared to those dealing 
with Instructional Strategies, Computer Software Operations, Professional Development, 
and Student Needs (2.90, 2.87, 2.69, and 2.67 respectively), which represented a lower 
rating of “fair to good.” None of the subscales reported mean scores under 2. Factor 
analysis was conducted and there was overlap between the constructs. Using principal 
components there would be only be two main factors that explain the variability. 
Cronbach Alpha levels were computed to measure the internal consistency of the scale 
items on the survey instrument. This process was conducted to determine whether items 
consistently measured their corresponding constructs. Reliability testing was conducted 
for scale items on the survey instrument. The Cronbach alpha levels of .80 or higher are 
ideal which the survey items showed. For the subscale Instructional management the 
Cronbach’s alpha was .851, followed by Assessing student learning .828, for 
Instructional Strategies .949, followed by Computer software operations .931, 
Professional development .866 , and  was .936 for Student needs. The Cronbach alpha 
values for each domain range from .800 to .950, which indicate a high internal 
consistency in terms of their respective subscales.  
 Cross tabulations. The question relating to whether or not professional 
development was customized according to the needs of participating teachers was cross-
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tabulated with all the competencies and skill sets in the survey. Cross-tabulation was 
performed because customization of professional development is a very useful way of 
addressing teacher needs. Therefore, cross-tabulation may be used to determine if 
increasing customization of professional development sessions correlates to increased 
ratings of teacher competencies and skill sets.  
Table 13 
Customization of Professional Development  
Categories Poor  Fair  Good  Excellent  Total 
Yes 0 (0.0%) 5 (11.9%) 23 (54.8%) 14 (33.3%) 42  
No 3 (10.3%) 10 (34.5%) 11 (37.9%) 5 (17.2%) 29 
The Pearson Chi-Square value 11.159 with 3 df and p-value = .011 
Only one competency, using relevant data to guide and monitor student time 
management skills, had a statistically significant relationship (p = .011). Out of the 42 
respondents who affirmed that the professional development sessions had been 
customized to their needs, 14 (33.3%) reported that their competency and skill in using 
relevant data to guide and monitor students time management skills was excellent, 
whereas 23 (54.8%) reported this skill set was good, 5 (11.9%) thought it was fair, and 
none reported their skill set to be poor (0.0%). For the 29 respondents who did not view 
the professional development sessions as customized to their needs, 5 (17.2%) reported 
their skill set as excellent, 11 (37.9%) reported it as good, 10 (34.5%) reported their skill 
set to be fair, and 3 (10.3%) reported they were poor at using relevant data to guide and 
monitor student time management skills. Respondents that answered ‘yes’ were 1.6 times 
151 
 
more likely to respond “Excellent” or “Good” for this skill than the respondents who 
answered ‘no’. 
Inferential Statistical Analysis: Correlations  
 In addition to descriptive statistics, inferential statistics were also used to correlate 
the competencies and skills sets that online teachers reported. Inferential statistics were 
used to determine the relationship between teacher ratings of their competencies and skill 
sets according to or in keeping with survey categories. Using SPSS Version 22, a two 
tailed Spearman’s rank order correlation coefficient (r) was calculated between each of 
the subscales. This was done to determine the relationship between each of the subscales 
for the question.  
Table 14 
Correlations among Subscales Variables  
 1 
C.S.O. 
2 
S.N. 
3 
I.S. 
4 
I.M. 
5 
P.D. 
6 
A.S.L. 
Computer 
Software 
Operations  
 __      
Student 
Needs 
.530** __     
Instructional 
Strategies 
.604** .794** __    
Instructional 
Management 
.347** .372** .492** __   
Professional 
Development 
.270* .409** .412** .231 __  
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Assessing 
Student 
Learning 
.404** .558** .672** .674** .260* __ 
**Correlation is significant at the 0.01 Level (2 tailed). 
* Correlation is significant at the 0.05 Level (2 tailed). 
 The subscale score was calculated using the mean of the items in that subscale. 
Subscale scores were correlated among each other. All correlations were significant at the 
.0.05 level except for Professional Development and Instructional Management. All 
correlations, except for Professional Development with Instructional Management, 
Professional Development with Computer Software Operations, and Professional 
Development with Assessing Student Learning, were significant at the 0.01 level.  
  Particularly strong correlations were found between Instructional Strategies and 
Student Needs (Spearman’s r = .794**), Instructional Management and Assessing 
Student Learning (Spearman’s r = .674**), and Instructional Strategies and Assessing 
Student Learning (Spearman’s r = .672**).Since all scales are positively correlated, 
teachers who were satisfied with their skills in one area were generally satisfied with their 
skills across all areas, while those dissatisfied were generally dissatisfied across all areas.  
 In addition to this correlation analysis, another correlation was computed between 
the hours of professional development K-12 online teachers in Ohio participated last year 
and all the subscales below: 
Table 15 
Hours of Professional Development and Computer Software Operations 
No. Competencies and Skill sets Correlations 
1 Tracking the development of emerging computer 
software that may impact the classroom. 
.310** 
153 
 
2 Using Presentation software. .214* 
 
Table 16 
Hours of Professional Development and Student Needs 
No. Competencies and Skill Set Correlation 
1 Demonstrating familiarity with various barriers to 
student learning: Technical barriers 
.326** 
2 Demonstrating familiarity with various barriers to 
student learning: Motivation 
.283** 
3 Demonstrating familiarity with various barriers to 
student learning: Infrastructure and support services 
.268* 
4 Demonstrating familiarity with various barriers to 
student learning: Prerequisite skills 
.219* 
 
Table 17 
Hours of Professional Development and Instructional Strategies 
No. Competencies and Skill Set Correlation 
1 Using student-centered instructional strategies focused 
on real-world applications such Case studies 
.300* 
2 Establishing teacher presence by means of using 
communicative skills in developing leading questions to 
encourage student participation. 
.256* 
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Table 18 
Hours of Professional Development and Assessing Student Learning 
No. Competencies and Skill Set Correlation 
1 Assessing student readiness and learning in multiple 
ways. 
.307* 
 
Table 19 
Hours of Professional Development and Instructional Management 
No. Competencies and Skill Set Correlation 
1 Helping students conform to the school’s Acceptable 
Use Policies (AUP). 
.366** 
2 Communicating with parents, colleagues, and other 
stakeholders. 
.271* 
 
Table 20 
Hours of Professional Development and Professional Development 
No. Competencies and Skill sets Correlations 
1 Formal professional development activities (such as 
workshops, seminars, etc.), either in face-to-face or 
online formats. 
.300* 
2 Formal professional learning communities for online 
teachers. 
.292* 
 *. Correlation is significant at the 0.05 level (2-tailed). 
**. Correlation is significant at the 0.01 level (2-tailed). 
 
 There were four highly statistically significant and moderately positive 
relationships (p < .01) between the hours of professional development received by 
participating teachers over the course of one year and these subscale items: tracking the 
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development of emerging computer software that may impact the classroom (r = .310); 
demonstrating familiarity with various barriers to student learning, such as motivation 
(r=. 283); demonstrating familiarity with various barriers to student learning, such as 
technical barriers (r =.326); and helping students conform to the school’s acceptable use 
policies (r =.388). These findings imply that professional development had a positive 
effect on these particular skill sets. 
 Additionally, there was a statistically significant and weak positive relationship  
(p< .05)  between the hours of professional development received by participating 
teachers over the course of one year and these subscale items: using presentation software 
(r =.214); demonstrating familiarity with various barriers to student learning, such as 
infrastructure and support services (r = .268) or prerequisite skills (r=.219); using 
student-centered instructional strategies focused on real-world applications (e.g., case 
studies; r = .300); establishing teacher presence by means of using communicative skills 
in developing leading questions to encourage student participation (r =.256); assessing 
student readiness and learning in multiple ways ( r =.307); communicating with parents, 
colleagues, and other stakeholders (r =.271); formal professional development activities 
(such as workshops, seminars, etc.), either in face-to-face or online formats ( r =.300); 
and formal professional learning communities for online teachers ( r=.292).  
 Finally, there were areas where there was no evidence of positive relationships 
between the hours of professional development received by participating teachers over 
the course of one year and the other subscale items. One possible explanation is that 
particular professional development needs were not addressed. An alternate explanation 
is that these practitioners may be so well established in their field that the professional 
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development program offered may not have been as relevant to them. The duration of the 
professional development sessions was not enough to address all teacher need in all areas. 
Consequently, an analysis of needs should lead to professional development that is 
customized to the needs of virtual instructors. 
Open-Ended Responses from K-12 Online Teachers 
 In addition to quantitative data, the survey instrument included 14 open-ended 
questions designed to invite the participants to explain or elaborate on some of their 
previous answers. This type of qualitative data enabled the researcher to develop an in-
depth understanding about participants’ perceptions regarding specific competencies, 
skill sets, and professional development needs, from which to form recommendations for 
future research and practice. Appropriate analysis methodology involved making sense of 
data as they come in, thus allowing for interpretation to be a process of organization, 
reduction, consolidation, comparison, and reconfiguration. A content analysis strategy 
was used to interpret the data as patterns emerged after reading and re-reading the 
responses carefully, leading to labeling and categorization of codes by using interactive 
methods. The first open-ended question dealt with reasons for which the participants 
chose to teach online.  
Q17. Why did you choose to teach online? 
Table 21 
Coded Responses for Q 17  
Code                                    Examples No. of 
Responses 
Percentage 
Ability to meet student 
needs 
Meet individual student 
needs: at-risk student 
28 29% 
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concern, pacing, 
customized learning 
Job flexibility Ability to work with a 
flexible schedule 
23 23.46% 
New 
opportunity/evolutionary  
process 
Wanted to face the 
challenge of teaching in 
an online 
environment/evolutionary 
next step in teaching; 
new possibilities 
16 16.32% 
Employment  To be gainfully employed 
as the situation demanded 
15 15.30% 
Ability to work from 
home  
Mothers who have small 
children who wanted to 
earn while being with 
their kids 
12 12.24% 
Supplemental income To augment income 10 10.20% 
Retired Retired teachers 11 11.22% 
Technology  Degree in technology: 
wanting to use 
technology in teaching  
5 5.10% 
Location  Relocation to Ohio; 
opportunity to teach 
students in different 
geographical areas 
4 4.08% 
Experience in online 
learning as a student  
Took online courses and 
was a positive experience 
3 3.06% 
Easy & enjoyable 
experience  
Found it easy and 
enjoyable 
3 3.06% 
Health reasons  Health related issues 2 2.04% 
Personal 
choice/preference 
Choice based on teaching 
style and preference 
2 2.04% 
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Faith  Ability to interact with 
student on faith issues 
1 1.02% 
Note. Total does not add up to a 100% because of respondents’ ability to choose multiple 
items. 
 
 
  Figure 19. Reasons to Teach Online. 
Out of a total of 98 responses, meeting students’ needs (N=28, 29%) was the most 
cited reason to teach online. As one participant wrote, 
 It’s a way of delivering students the opportunity to learn another language in a 
 non-traditional setting and altering the instruction to meet the students’ needs. 
 Additionally, it gives me the opportunity to work specifically one on one with 
 these students---most of whom are at-risk. (A-10) 
Participant A-29, according to whom, provides another relevant example,  
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My last years of brick and mortar teaching was with at risk students. I quickly 
realized how often traditional schools ignore the needs of these “difficult” 
students. I like that Online students are able to adapt their learning to their unique 
situations …jobs, kids, personal habits and hang ups .Not all kids come from a 
white bread world. (A-29) 
Job flexibility (N=23, 23.40%) was the second most cited reason for choosing to 
teach in virtual environments. Some of the pertinent reasons mentioned include the 
ability to comply with a “schedule of continuing education” (A-11) or the flexible school 
schedule allowing the teacher to make “a difference is students’ lives” (A-86). 
Having new opportunities (N=16, 16.32%) represented a different important 
reason, as online instructors expressed the need to try out alternative ways to teach in 
order to be in step with the latest changes in education. To that end, “it is the next logical 
step in the educational evolutionary process” (A-49). Another participant stated that: 
I had developed several courses, while teaching at the brick and mortar that used 
online technology and computers to deliver course material and that allowed 
students to develop presentations outside of the normal written work. This also 
allowed us to be involved with overseas schools in various learning situations. 
Online teaching seemed to be the next step for my professional career. (A-41) 
Two other teachers also reported it as an “innovative environment” (A-42) and an 
“exciting opportunity” (A-45).   
 To be employed (N=15, 15.30%) when the opportunity came was also reported as 
a reason to teach online and was closely followed by the ability to work from home 
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(N=12, 12.24%) in order to look after ones children. One online teacher reported about 
being able to manage both her career and responsibility as a mother: 
 I started teaching online when my children were young. This enabled me to have 
 a full time job while still being able to keep them home with me. My children 
 attended day care full time 1 day per week when they were young and were home 
 the rest of the time until they become school aged. Once I started teaching online 
 it was difficult to find a job on a traditional school as I did not have any local 
 contacts. (A-53) 
 A wish to continue working even after retirement (N=11, 11.22%) was also reported as a 
reason for working online. One retired teacher expressed this reason as, “I wanted to 
continue to use my skills to impact students in a positive way after retirement“(A-55). 
The ability to have supplementary income (N=10, N=10.20%), and the ability to use 
technology (N=5, 5.1%) were also reported. These online teachers further explained that 
it was more of an interest in technology that lead them to choose online teaching; as one 
teacher reported, “I love creating lessons and activities using web-based tools” (A-13). 
Others reported location (N=4, 4-08%), easy & enjoyable (N=3.06%), online experience 
as a student (N=3, 3.06%), health (N=2, 2.04%), and faith (N=1, 1.02%) as reasons to 
teach online. 
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Q19. Describe one instance in which technical administrative support met effectively 
your needs related to computer software. 
Table 22 
Coded Responses to Q 19 
Codes Examples Responses Percentage 
Technology (team) 
a. Tech support 
requested by 
teachers 
b. Tech support 
provided by 
school 
system 
Technology 
department 
Addresses teacher 
reported issues. 
 
Software 
installation, 
updates. 
50 
 
 
 
14 
52% 
 
 
 
14.28% 
 
None  No, can’t think of 
one 
21 21.42% 
Orientation and PD 
a. Provided by 
school 
b. Provided by 
content 
provider 
 
In-house PD 
 
Blackboard, LMS 
training. 
 
11 
 
2 
 
11.22% 
 
2.04% 
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Figure 20. Technical Administrative Support and Computer Software 
Needs. 
 A total of 98 responses were gathered for question 19. The most cited response 
for this question was Technology team support which had two subgroups: a) Technology 
support requested by teachers (50, 52 %) and b) Technology support provided by school 
systems (14, 14.28%). Both reported that technology teams were a strong support 
whenever the need arose for help in computer software. As one teacher wrote: “I just had 
an issue with an online curriculum update which disagreed with Java. I contacted my tech 
team and was provided an immediate work around (which I shared  with my students via 
email)” (B-17). Yet another teacher wrote about the technology support provided by the 
school system, “Recently Tech loaded classes onto my Progressbook Dashboard” (B-40).  
The second most cited response was none (21, 21.42 %%). As one of the teachers 
wrote, “none that I can think of” (B-32). The third most cited response was Orientation 
and PD, which had two sub-groups: PD provided by school system (14, 14.28%), and PD 
provided by content provider (2, 2.04%). As one teacher responded, “The timely 
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purchase and installation of SmartBoards and their related software” (B-18). 
Administrative measures (11, 11.22%) were also reported by some teachers: 
 With our latest computer update, we were provided new machines with much 
faster  processors, allowing us to run a variety of educational tools, such as Camtasia to 
easily  record instructional materials. My employer has always provided necessary PD 
when  new software or updates are necessary in our role as a teacher. (B-37) 
Q 21. Describe one effective Strategy you used with online students to accommodate 
their various needs. 
Table 23 
Coded Responses to Q 21  
Code Examples Number 
of 
Responses 
Percentage 
Communication (student-
teacher) 
Online with web- based tech 
tools 
Engaging in one on one 
online communication 
through tools emailing, 
Skype, Screen-shots, 
Audio-lessons, 
Schoology, collaborate, 
video-lessons, read aloud 
programs, Amnovet for 
video-chatting, text to 
speech app, Moodle, Wiki, 
and threaded discussion. 
WebEx, Illuminate, 
www.jingoproject.com, 
phones. 
 
31 37% 
Lesson                     
Modification: Alteration 
Alternative Revisions 
This was done based on 
communication/feedback 
from the students 
20 24% 
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Concessions/Accommodations 
: Accepting late work; 
additional time for students 
with disabilities and for at-risk 
students; additional teaching 
time 
Based on communication 
with students in terms of 
problems students face in 
online settings 
10 12% 
Additional online 
resources/materials, tutorials  
Based on the needs of the 
students after interaction 
with them online/phone, 
video 
9 11% 
Modification of assessment 
 
 
Revision of 
assessments/students can 
revise their assignments 
based on their 
performance.  
5 6% 
Motivational strategies Give attention to the need 
for all aspects of student 
needs 
5 6% 
Listening  Establishing good student-
teacher; engagement by 
listening to students 
4 5% 
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Figure 21. Strategies for Accommodating Student Needs. 
 A total of 84 responses were gathered for Question 21.The most cited response 
was communication with web-based technology tools (N=31, 37%), for example “Video 
chatting with Amnovet to enhance learning” (C-42). This was followed by lesson 
modifications (N=20, 24 %) and accommodations (N=10, 12%). For accommodations, 
one online teacher reported, “Since I serve as our academy’s intervention specialist, 
everything I do to enhance learning is by the way of accommodations” (C-42). Provision 
of online resources (N=9, 11%) was also cited as one of the strategies of meeting various 
student needs. Some other online teachers cited motivational strategies (N=5, 6%), 
modification of assessments (N=5, 6%), and listening (N=4, 5%) as ways to 
accommodate student needs. One teacher explained listening in an online context as 
follows: “Listening to them is big. Figuring out what they can and can’t do is important” 
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(C-66). Online teachers try their best to meet student needs in different ways. One such 
example shows a teacher assessing student needs: 
 I do informal diagnostic tests at, above, and below grade level to see how the 
 student does. If the student fails the below 1 grade level, I test lower grade levels 
 until I find exactly what they are missing and then I create lessons entirely based 
 on what the student needs. Every student has a specialized instruction based on 
 their needs. (C-50) 
Q 22. If you cannot modify the content provided to you, provide an example of how you 
were able to meet different student needs in an online environment. 
Table 24 
Coded Responses to Q 22 
Code                                    Examples Number of 
Responses 
Percentage 
Accommodations  Accommodations of 
different types-
retesting, reduce 
work, additional 
assistance, time, and 
grading, additional 
resources. 
45 54.12% 
Alternative 
assignments 
Other methods are 
used to meet student 
needs such as 
alternate lessons 
25 30.12% 
Use of technology  Use of technology: 
Skype, live sessions, 
video 
demonstrations. 
8 10% 
No Comments No comments 4 5% 
167 
 
 
Figure 22. Meeting Student Needs without Modification of Content. 
 A total of 83 responses were gathered for Question 22. The most cited response 
was accommodations that the teacher created based on student needs and feedback (45, 
54%). One online teacher reported: “My classes have move at your own pace so more 
gifted students can move quickly and students who need additional time or remedial 
instruction are able to get what they need” (D-11). Yet another online teacher reported, 
“An assignment required a student to play a card game with parents, but one student said 
it was against his religion to play cards. I came up with an alternate assignment (research 
another cultural game and write an essay or play it with parents) to meet his needs. (D-
76) The second most cited response for this question was to provide alternative 
assignments (25, 30.12%). One teacher stated: “I have developed alternative classes for 
these situations, so that a student can be placed into the appropriate class based on his/her 
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achievement level” (D-10). Use of technology in addressing student needs in the absence 
of curriculum modification was reported by (8, 10%) as reported by one teacher: 
 As a reading specialist, I often have to adapt given curriculum to my students' 
 individual needs. This may involved adapting the given reading passage to a 
 students Lexile. Adapting the written response questions for ability is another way 
 I modify lessons for students. Sometimes I provide a video breakdown of the 
 steps involved in a lesson to help a student work through complicated steps. (D-
 27) 
Some online teachers (4, 5%) chose not to comment. 
Q 24. What strategy or technique best helps you to determine the needs of students with 
whom you have infrequent direct, face-to-face contact? 
Table 25 
Coded Responses for Q 24  
 
Codes Examples Responses Percentage 
Communication 
with students/ 
families 
Tech mediated 
communication 
Phone/email, texting, 
blogging, families. 
Webcams, Skyping, live 
chats, synchronous classes   
34 
 
19 
41% 
 
23% 
Formative 
Assessment 
Assessment tools such as 
Scantron, Dora, Doma, 
ADAM,IReady, DIBELS, 
Gradebook, EasyCBM 
34 41% 
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Questioning To ask probing question to 
know the road blocks the 
student may be facing  
7 8.43% 
None  No, No Comments 6 7.22% 
Listening  Listening to what students 
have to express and make 
notes 
3 3.19% 
Note. Totals do not add up to a 100% due to multiple responses. 
  
Figure 23. Needs of Students without Face-to-Face Interaction. 
A total of 83 online teachers responded to this question and the most cited 
response was assessments (34, 41%). One online teacher wrote: 
 In an online environment, we have the ability for constant feedback. We are able 
 to see  needs as they emerge across all curricula. I pretest with assessment tools 
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 such as Scantron, Dora Doma, ADAM, etc. and incorporate into the IEP. From 
 that, I monitor types of responses, lack of responses, and search for gaps in any 
 online curriculum responses to lessons. (E-42) 
Another teacher expressed: 
We place SLO assessments into the core courses. Also our TBT teams determine 
student weaknesses through available data, we determine if the student may need 
an alternative teaching strategy. If a student still struggles they are referred to the 
RTI team. I am part of that team so I take a student and meet with them 
synchronously. We do ongoing probes and assessments to identify weaknesses 
and work to close any educational gaps that may be present. We use: EasyCBM, 
IXL, Ten Marks, iReady and DIBELS as assessment tools. (E-43) 
The second most cited response was communication with students (34, 41%) and tech 
mediated communication (19, 23%). One of the teachers reported: “Student are offered to 
participate in a face-to-face on line chat room that each teacher has during their office 
time” (E-20). Questioning (7, 8.43%) was also cited as a technique to determine student 
needs, followed by listening (3, 3.19%), or more specifically, “listening to their needs” 
(E-60). A few online teachers (6, 7.22%) reported they that had no strategy. 
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Q 26. Describe a situation in which the online setting impeded communication with your 
students, and the steps you took to resolve this? 
Table 26 
Coded Responses for Q 26 
Code                                    Examples Number of 
Responses 
Percentage 
Schools issues and 
solutions 
 
 
 
 
 
 
It is an area of 
concern especially 
when they don’t log 
on /not take calls. 
Issues were referred 
to the school for 
such cases/Home 
visits and contact 
with friends. 
Program called 
SAFE 
(Home visits). 
29 
 
 
 
 
 
 
 
40% 
Teacher-student 
communication:            
a. Phone calls 
 
b. Web-based 
communication 
 
 
Kept contacting 
with phone calls 
Using the options-
initiating Skyping, 
online 
conferencing, video 
created specifically 
for students, news 
feed, discussion 
boards 
 
 
15 
 
12 
 
 
21% 
 
16.43% 
School day 
adjustments 
Time zone issues 
for international 
students 
7 10% 
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No comments No comments on 
this issue 
6 8.21% 
Student orientation 
(New students-tech 
orientation) 
Tech guidance for 
new students  
4 5.47% 
 
 
Figure 24 Steps Taken to Resolve Communication. 
A total of 73 responses were gathered for Question 26. School issues and 
solutions (29, 40%) was the most cited response to steps taken by the K-12 online 
teachers to connect with their students when communication was impeded because 
students did not log in or communicate. In order to communicate with students who did 
not respond at all, in such times/cases the teachers collaborated with the school to 
connect with the students. One respondent wrote: “When a student is not submitting work 
or replying to messages, I will contact someone from my school who has more tools for 
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contacting students. This sometimes works” (F-33). Home visits were another option 
reported by online teachers in conjunction with the school to resolve communication 
issues. One online school has a program called SAFE wherein the teachers report their 
inability to connect with the students despite all efforts (emails, online phone calls, text 
messages etc.). One online teacher wrote in these words: 
 When the online setting impedes the communication with a student we reach out 
 to the student by phone. If we are unsuccessful with communication at this point 
 we send SAFE, our program set up to have someone from the school go to the 
 child's home and make the appropriate connections with the families. (F-25) 
Yet another wrote: 
 Many of our students do not check their email or respond to email. In this 
 situation attempts are made to call home and walk the family through the steps of 
 how to log into email. We also have a system where families that we have no 
 communication with (such as no email response and no working phone number) 
 we have a school representative visit their home. (F-34). 
The second most cited category was using Phone calls (15, 21%) to connect with the 
students as one of the teachers wrote: “Sometimes online students disappear for a time, so 
it is important to use the telephone to contact them” (F-16). Web-based communication 
(12, 16.43 %,) and school day adjustments (7, 10%) were also cited as ways to resolve 
communication issues in the online setting. Sometimes online teachers face difficulties 
even after trying to communicate with their students especially if they teach international 
students. One respondent wrote: 
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 I have had several international students within time zones that were many hours 
 different from mine. This time zone difference created issues for us to complete 
 oral communication. I adjusted my office hours and scheduled special 
 appointments to better accommodate these students and the problem was 
 resolved. (F-65) 
About (6, 8.21%) teachers chose not to comment on this question, whereas (4.5.47%) 
reported new students technology orientation as one of the methods. 
Q 27. Describe two effective communication strategies you used with online students to 
promote learning. 
Table 27 
Coded Responses for Q 27  
Codes Examples Responses Percentage 
Teacher-Student 
Communication. 
Individual emails 
to clarify, weekly 
updates, blogging, 
feedback 
68 46% 
Live Peer to Peer 
Interaction 
opportunities with 
technology 
Live chat room, 
Live online 
meetings with 
Webcams, Skype, 
Google Hangouts, 
discussion board, 
voice-thread, 
Forum Videos. 
Schoology 
Elluminate 
/WebEx/ JigSaw 
34 23% 
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Family Interactions Emailing, texting, 
phoning, home 
visits, PTA. 
12 8% 
No Comments No comments 3               2% 
Teacher created 
videos 
Teacher created 
videos to help clear 
concepts 
3               2% 
Colleague 
interactions 
Feedback from 
colleague 
1 1.02% 
(Totals do not add up to 100% because of multiple responses) 
 
Figure 25. Communication Strategies to Promote Student Learning. 
A total of 73 (doubled as it was two responses per participant) responses were 
gathered. The most cited response was teacher-student communication (68, 46. %), 
followed by live peer interaction opportunities with technology (34, 23%). The creation 
of personal videos for students was also seen as an effective communication strategy, 
0
5
10
15
20
25
30
35
40
45
50
Teacher-student
communication
(student) Live
peer to peer
interactions
Family
interactions
Teacher created
videos
Colleague
intercations
No comments
P
er
ce
n
ta
g
e
 o
f 
T
o
ta
l
Communication strategies to promote student learning 
176 
 
which added to the relational aspect of online learning, as one teacher expressed: 
“Personal videos messaged to students seem to be my most effective tool. They can see 
that I am concerned about them and the work they are doing. I try to give immediate 
feedback when a student completes a task” (G-24). Another teacher wrote about 
communication and peer interaction: “They love to answer poll questions (interactive tool 
in Adobe Connect). They also enjoy writing to each other in Discussion Boards. It is an 
easy way for them to connect to their peers” (G-21). Yet another teacher wrote: 
 One is live meetings online. The live feedback is critical when targeting specific 
 skills  students are learning. It also allows for a more authentic test sample when 
 giving a fluency test, for example. Another is email. Often times, email can be 
 used to answer quick questions, or to even provide a record of a more specific 
 answer to a student question where they can go back and review the email as 
 many times as needed. (G-27). 
The other response cited was Family interactions (12, 8.21%), for which one 
teacher wrote: 
 Email and phone are to two most effective strategies and just like brick and 
 mortar  schools you have to get the parents on your side. There has to be a 
 connection with the parents. I often try to have the parents tell me about their 
 students and what I need to know to help those students be successful. I keep a 
 record of those calls so that I can use them to enable me to make a connection to 
 students. (G-29) 
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Yet another online teacher wrote about face to face interactions and its helpfulness: 
“Parent teacher conferences- putting a face on the student is most helpful. I feel it is 
necessary for best communication, but it is not usually feasible” (G-08). 
Colleague interactions (1, 1%) was also cited as an important communication 
strategy to promote student learning as teachers get feedback about how a student is 
doing in an online class with another colleague. Also, teacher created videos (3, 2%) 
helped in interactions. Some teachers (3, 2%) wrote ‘no comment’. 
Q 28. What are the three most important characteristics of an engaged online student?   
Table 28 
Coded Responses for Q 28 
Codes Examples Responses Percentages 
Motivated Motivated, independent 
learners, willingness to 
learn, proactive 
52 71.23% 
Regular & 
organized 
Consistence/persistence, 
To be on schedule 
43 59% 
Participates & 
Communicates. 
Participates in online 
discussion, webcam 
Sessions, seeks help, 
questions. 
37 51% 
Self-disciplined To be focused on their 
work/dedication/hard 
worker. 
12 16.43% 
Computer 
competency 
Online navigation, 
search skills. 
10 14% 
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(Totals do not add up to a 100% due to multiple responses) 
.  
 
   Figure 26. Characteristics of an Engaged Online Student. 
A total of 73 responses were gathered for Question 28. The most cited response 
was being motivated (51, 70%), followed by being regular and organized (43, 59%). One 
participant wrote “motivation, dedication, and communication” (H-66) are important 
qualities in online students. Another teacher explained the importance of being organized: 
 They log on to the LMS every day. They spend time with the lessons. They are 
 not willing to give up or give in. The most important characteristic of any online 
 student is their own educational guts. Their willingness to work through the 
 challenges. Motivated and engaged students will not give up on themselves. (H-
 29) 
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Participation and the ability to communicate was also cited as one of the important 
characteristics of an engaged learner (37, 51%). As one of the participants wrote: 
“Consistent communication and student-teacher interactions. Students that submit lessons 
regularly. -Students who ask for activities to extend their thinking and to deepen their 
learning experience” (H-09). The other characteristics cited were self-disciplined 
(16.43%) and computer competency (10, 14%). One respondent stated: “The three most 
important characteristics of an engaged online student are: -knowledge of basic computer 
skills goal oriented -responsible for their own learning process” (H-55). 
Q 30. Describe an effective assessment strategy (and its associated tools) you used to 
evaluate accurately student learning in your online classes. 
Table 29 
Coded Responses for Q 30  
Code                                    Examples Number of 
Responses 
Percentage 
Formative 
Assessments 
Different types tests 
quizzes, I.E.Ps, 
tests essays, 
multiple choice 
questions, oral 
assessments, 
discussion 
questions. 
29 40% 
Technology based 
assessments 
Podcasts, recorded 
assessments, 
presentation 
software 
assignments, 
scanned HW with 
scanned feedback, 
Glogstar, web-
based tests, 
21 29% 
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webcams sessions, 
online supplemental 
materials and tests, 
videos, DIEBELS. 
Pre /Posttest with 
self-grading 
software.  
Content Provider 
Assessments 
EATS lesson Plans, 
I-Ready, Scantron, 
ALEKS, Think 
Gate, PLATO, 
inbuilt assessments. 
14 19.17% 
No Comments No comments 5 7% 
Summative 
assessments 
Mastery tests, 
evaluating course 
finals 
4 5.47% 
 
 
Figure 27. Effective Assessment Strategies and Tools.  
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A total of 73 responses were gathered for Question 30. The most cited response 
was formative assessments (29, 40%). One online teacher wrote: “I try to use formative 
assessment in a H.S. project that requires the student to use several skills learned 
throughout the course” (I-24). Yet another teacher responded: “Students scan and submit 
their math work so I can see exactly how they are solving problems, and then give 
personal feedback” (I-20). Online teachers also reported using technology based 
assessments (21, 29%) to innovatively assess student learning. One teacher wrote: “The 
oral assessments that students complete with verbally via Skype is very telling of their 
understanding of course material” (I-57). Yet another wrote: “I use student developed 
presentations using PowerPoint and other techniques so that the students can demonstrate 
their knowledge in a creative way. And I use other traditional methods as well” (I-29). 
 Online teachers also reported using content provider assessments (19.17%). In 
some cases, teachers used their own discretion in choosing the type of assessment they 
wanted for their classes. As one teacher reported, “They are all made for us” (I-17); 
another wrote about “using the built-in assignments’ (I-40). A few online teachers (4, 
5.47%) reported using summative assessments, and the rest (5, 7%) chose not to 
comment. 
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Q32 Describe a technique you have found particularly useful in maintaining order and 
good interpersonal relationships in an online class. 
Table 30 
Coded Responses for Q 32  
Codes Example Responses Percentages 
Rules and order Rules, group 
charter, modelling 
appropriate 
language. 
23 31.5% 
Motivational 
interaction. with 
students using  
technology 
 
In chat rooms as per 
time assigned, 
Talking with them 
on webcams, open 
dialogue. 
16 22% 
Communication 
with students  
Phone/emails, 
progress reports, 
weekly notes 
16 22% 
Pre-class strategies Welcome letters, 
emails, greetings, 
class expectations, 
welcome screen  
11 15.06% 
Communication 
with parents. 
Phone calls to get to 
know the student. 
progress 
7 10% 
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Figure 28. Technique for Order and Good Interpersonal Relationships. 
 A total of 73 responses were gathered for Question 32. Having rules and order 
(23, 31.5%) was the most cited technique and was explained as “establishing a few rules 
at the start of the class” (J-40). Motivational interaction with students using technology 
(16, 22%) followed, as one participant described: “Constant interaction in class. They 
love to talk and get on their webcams in class to feel as though they are there with real 
people rather than just voices” (J-21). Yet another teacher expressed: “Be open, fair, and 
positive. Most of our on-line students have been in the situations where the teacher 
denigrates or ridicules them. A little positive interaction pays off big!” (J-60).The other 
responses cited were communication with students (16, 22%), pre-class strategies (11, 
15.6%), such as writing a “Welcome letter” (J-01), and communication with parents (7, 
10%) especially to understand the online student, so it is “easier to maintain that online 
relationship” (J-29). One of the respondents stated: 
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I think you must be encouraging when working to get students engaged. So as I 
said before, I often talk with the parents to learn about students and my first 
lesson for each year is a personal essay that each student writes to tell me about 
themselves, what their hobbies and challenges are. And how they learn. Most of 
my students have some type of a challenge that they face. Some have made poor 
choices and are in JDCs. Some have children. Some are food, clothing and shelter 
challenged. Know all these things help to develop relationships. There has to be 
something that we can use to engage students who are in an online environment. 
If they know and understand that you care about them and their success it can be 
easier to maintain that online relationship. (J-29) 
Yet another wrote, “Provide trust and expectations beforehand with set consequences if 
there is a break down. A group charter where the class agrees upon what is acceptable or 
not, is an excellent tool. The atmosphere needs to be inviting and open and allow for 
individual differences.” (J-31) 
Q 34 Based on all the information you shared, please describe the ways in which 
professional development enable teachers to collaborate and form a community of 
practice. 
Table 31 
Coded Responses for Q 34. 
Codes Examples Responses Percentage 
Communication 
a. On-line/Virtual 
communication 
 
 
Emails, weekly 
follow ups. Online 
meetings and 
discussion groups, 
PLE’s. 
 
19 
 
 
 
26.02% 
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b. Face-to-face 
communication 
Face to face 
meetings with 
colleagues. 
Workshops Sit and 
talk, brainstorm 
ideas, fix issues. 
work in groups, 
share strategies, 
learning from other 
teachers, formation 
of community of 
practice 
43 59% 
 
Hybrid Seminar-Special 
sessions, 
Customized 
programs: PLATO, 
PD360, CEU’s like 
Quality Matters., 
Learning walks. 
Webinars, Personal 
Informal 
interactions: 
Network of folks 
who have the same 
interest difficulties, 
interactions with 
other online 
teachers 
(relationships) 
15 21% 
No comments  8 11% 
Note. Totals do not add up to a 100% due to multiple responses 
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 Figure 29. Formation of Community of Practice. 
 A total of 73 responses were gathered for Question 34. Face-to-face 
communication (43, 59%) was the most cited response. As one teacher responded: 
We have had the opportunity to participate in face-to-face workshops with the 
representatives for the online curriculum that we are using. During one of these 
workshops, the representatives and the online teachers worked together to 
determine which mastery levels, assessment levels and much more would be best 
for our students in our particular environment. The workshop also gave us a 
forum to ask questions and figure out ways to do things more efficiently. (K-44) 
The second most cited response was online/virtual professional development (19, 
26.02%). One online teacher responded, “The meetings we have TBT, Online, and all 
teacher meetings allows use to share information” (K-02). The other cited responses were 
hybrid formats for professional development (15, 21%) that helped form community of 
practice. For customized programs for PD in the hybrid type, one online teacher 
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explained: “CEUs like Quality Matters allows us to make connections with other 
teachers, evaluate best practice, and develop more effective learning tools” (K-28). 
Another online teacher wrote about how personal connections out of the hybrid 
interactions help form communities of practice: 
Often, the personal and professional connections you make at PD are the most 
valuable part. You gain a network of folks who are having the same difficulties 
and successes as you. You also develop relationships with people that you can 
call, text, or e-mail with a questions or concern and they will get back with 
support and/or answers. (K-60) 
Yet another teacher summed it up, “Professional development enables teachers to 
collaborate and form a community of practice by: -meeting new people in your content 
area -gaining exposure to new teaching strategies -learning new assessment ideas for your 
content area. (K-55) Some teachers (8, 11%) chose not to comment on this aspect of 
professional development and formation of community of practice.  
Q 35. Yet again, based on all the information you shared, please describe some of the 
ways in which professional development sessions you participated in were reinforced by 
follow-up and continuous feedback. 
Table 32 
Coded Responses for Q 35.  
Codes  Examples Responses Percentage 
None  None, there have 
been none. sore 
point, not have been, 
30 41.1% 
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Online Follow-ups Follow up emails, 
clarifications, online 
meetings. webinars,  
21 28.77% 
Face to face 
interactions 
Meeting face-to-
face, discussions, 
action plans, face-to-
face, collaborate, 
group work 
18 24.66% 
PD Reviews 
Initiated by Content 
Providers 
PD360 4 
 
5.48% 
 
Figure 30. Reinforcement of Professional Development. 
A total of 73 responses were gathered for Question 35. The most cited response 
was ‘none’ (30, 41.1%), and one teacher expounded on this by saying, “They haven’t 
been and it’s very frustrating” (L-30). Online sessions (21, 28.77%) were also reported, 
wherein one online teacher explained that “We always have follow-up discussions 
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regarding our PD360 videos, and we can have a full discussion without having to drop 
everything and meet in person” (L-12). Face-to-face interactions (18, 24.66%) was the 
third most cited response. As one teacher reported: 
Many of our PDs are often followed by discussion in our content area groups. 
While a particular PD may be focused on general subjects, meeting as a content 
area group allows us to work together to share our thoughts as well as ideas on 
how others in the group can use our ideas. We often collaborate on ideas for the 
students. (L-27) 
The other responses cited reinforcement was initiated by content providers (4, 5.48%). 
One online teacher wrote the following about the professional reviews:  
We just finished a series of instructional videos on Edivation (PD360) centered on 
community and parent engagement and spent about 4 hours working through 
collaborative activities to process and debrief about the content. We concluded 
with developing action plans for modifying our approach to designing community 
and parent engagement activities/ offerings. We have subscribed to Edivation/ PD 
360 for 2 years now. (L-54) 
Another online teacher reiterated the importance of professional development sessions in 
this comprehensive response: 
Some of the ways in which professional development sessions I participated in 
were reinforced by follow-up and continuous feedback are: -The use of online 
collaborative groups in my content area after a professional development 
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conference. -The formation of new or extra professional development sessions 
after the initial professional development conference. (L-55) 
Q 36. Based on your professional experience what are the challenges and rewards of 
teaching on online? 
Table 33 (a) 
Coded Responses for Q 36. (a) Challenges 
Codes Examples Responses Percentage 
Teacher-student 
communication 
  
Lack of 
communication (by 
phone, text, emails 
etc.). 
27 37% 
Student 
Engagement 
To stay engaged, 
personal 
engagement  
14 19.17% 
Motivation  Lack of motivation 9 12.33% 
Administrative 
Issues 
Lack of 
communication 
about issues related 
to training, PD 
8 11% 
Family Issues Choice & Priority 6 8.28% 
Attendance Students don’t sign-
in 
5 6.84% 
Tech glitches Technical issues 4 5.48% 
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       Figure 31 (a) Challenges of Teaching Online. 
A total of 73 responses were gathered for Question 36. The most cited challenge 
for teaching in an online setting was teacher-student communication (27, 37%). As one 
teacher responded, “The biggest challenge is communication” (M-10). Student 
engagement (14, 19.17%) followed and was described as, “The biggest challenge faced 
by online teachers is getting students to buy-in and then stay engaged” (M-16). The other 
responses cited were motivation (9, 12.33%) as reported: “Challenges - getting students 
motivated to log into the class and do the work without googling all the answers” (M-13). 
This was followed by administrative issues (8, 11%), attendance (5, 6.84%), technology 
glitches (4, 5.48%), and family issues (6, 8.28%). As one teacher wrote: 
There are many challenges to online teaching. One of the greatest is the lack of 
priority that most families who choose online education for their children. While 
there are a few families who truly understand the expectations and hold their 
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children accountable, most do not. Unfortunately I feel that there needs to be 
major legislative overhaul in this area. While choice is good, when parents are 
choosing something that is not appropriate for their children the children suffer. 
(M-34) 
Table 33 (b) 
Coded Responses for Q 36.  (b) Rewards 
Codes Examples Responses Percentage 
Student success in 
non-traditional 
setting. 
Graduation, success 
with assignment   
completion, helping 
at-risk students 
succeed, meeting 
needs of non-
traditional students, 
students take 
responsibility of 
their learning, 
education 
completion. 
Turning earlier 
failures into 
success. 
37 51% 
Flexibility Timing/ schedule, 
teaching one on 
one, faith. 
19 26.03% 
Teacher 
empowerment, 
confidence 
Seeing students 
grow and prosper. 
14 19.17% 
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Reaching out to 
student in different 
geographical 
locations 
In different 
geographical 
locations. 
6 8.28% 
Note. Totals do not add up to a 100% due to multiple responses. 
 
Figure 31. (b) Rewards of Teaching Online. 
A total of 73 responses were gathered for Question 36. The most cited reward for 
teaching in an online setting was student success in non-traditional settings (37, 51%). 
One teacher expressed this as: 
Rewards are those who do take this serious are able to get their education and 
graduate and make something of their lives, those are the students who have 
bought in to the system and will be rewarded for their hard work, allows them to 
get an education in a nontraditional way where they would have struggled or 
failed at (M-02). 
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Yet another wrote: 
The rewards of teaching online are centered around helping at risk students learn 
and succeed. Often, the students in an online situation have struggled in 
traditional school, and are at risk of dropping out. Providing students with a safe 
environment in which to grow and develop is a reward that I feel affects future 
generations (M-19). 
The other responses cited were teacher satisfaction (14, 19.17%), which was described as, 
“Rewards - seeing them prosper and grow to love the topic of the course!” (M-66), 
followed by Flexibility (19, 26.03%). One teacher described flexibility as, “The 
autonomy and the ability to make my own schedule” (M-58). Reaching out students in 
different geographic locations (6, 8.28%) was also cited: “One reward would be meeting 
students from all over the country and the world” (M-59). 
Q 37 List the most important recommendations you have for online teacher preparation, 
both pre-service and in-service. 
Table 34 
Coded Responses for Q 37  
Codes Examples Responses Percentage 
Teacher Qualities  Commitment to 
teach online, 
understanding the 
unique online 
environment, 
communication 
skills  with students, 
parents, willing to 
listen learn, flexible, 
patient, 
understanding 
diversity and multi-
43 59% 
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cultural perspective, 
organization and 
time management-
keeping 
records/files. Ability 
to motivate students 
with relationship 
building. 
Technological 
competence  
Edmondo, Skype, 
Blackboard, 
16 22% 
Professional 
Development 
sessions 
&collaboration. 
Meetings 
discussions/ both 
face to face and 
online, Seminars. 
Professional 
learning 
communities 
12 16.43% 
Have experienced 
online learning as a 
student. 
Online student 
perspective 
2 3% 
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A total of 73 responses were gathered for Question 37. Teacher qualities and attributes 
(43, 59%) was the most cited response. The areas within teacher qualities were 
relationship building to motivate students, understanding the uniqueness of online 
environment time, flexibility, understanding all cultures and socio-economic issues, 
patience and organization skills. Two teachers wrote about the relational aspect of student 
engagement in an online setting, “Learn how to motivate students Understand their 
emotional/mental/physical needs. Research available resources” (N-22).The second one 
explained it: 
Online teachers must learn how to engage online learners through development of 
as personal a relationship as possible in an online atmosphere. And they must still 
base their interactions in education on commitment, passion, respect and love. 
Commitment to the profession, passion for their subject, respect and love for 
students, parents and fellow professionals (N-29). 
One teacher responded regarding the uniqueness of the online environment, “Be prepared 
for the impersonal atmosphere of online teaching.” (N-30), and another teacher 
elaborated on this: “Have a comprehensive pre-service is important, but I think a well-
established in-service  for online teachers where they can collaborate may be just, if not 
more important so that an online teacher doesn't feel so isolated” (N-57). Yet another 
teacher commented on the organizational skills: “ORGANIZATION IS KEY!! Must keep 
good records/files. I keep a spreadsheet with all my students and their pertinent 
information (phone numbers, parent names, school if applicable, etc.)” (N-66).  Another 
teacher wrote: 
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Our school is across the state of Ohio. In one classroom, I have students from all 
areas (Urban Rural, Suburban) and socioeconomic (poverty-riches) and multiple 
religions (Muslim, Jehovah Witnesses, Christianity, Catholic, etc.). I can see it 
being important to understand all cultures and environments. (N-39). 
This was followed by technological competence (16, 22%). One participant wrote, “the 
most important preparation needed before teaching online is having basic knowledge of 
technology. Being able to learn new programs and adapt easily to change” (N-25). Yet 
another participant responded: 
I would recommend online teachers be familiar with technology, first and 
foremost. Even if you are not a pro at everything, that's OK. Be open to learning, 
trying, and even failing, at some of the new technology. Another recommendation 
is to have an openness to trying new formats, new tools and apps. Some will be 
duds, but there are some gems out there that can really make a difference in your 
teaching style and learning for students. It's a learning process and if something 
isn't working, don't be afraid of letting it go. (N-27) 
The other cited response was professional development sessions and collaboration (12, 
16.43%), wherein one teacher recommended: 
I started with attending the mini teacher development sessions that enhanced my 
knowledge of technology and software that would best meet my needs to provide 
online instruction. I then went further and took the necessary classes (LERN) to 
receive my certification as an online instructor. Never quit taking part in the 
development of skills that are technology based, because that is where you will be 
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left in the dust. Finally, be a part of the professional groups with similar needs and 
keep up with current trends and methods. (N-31) 
The other response cited was having experienced online learning as a student (1, 1.36%). 
These teachers expressed this as, “Take online classes yourself, so you can experience the 
student side of it. You can empathize with those whose computers "eat the homework", 
crash or suffer other maladies.” (N-69) 
Summary of Chapter 4 
The data yielded a profile of a group of educational professionals who are 
currently teaching online to K-12 students in Ohio. The online teachers in Ohio are 
predominantly female (71, 72%) and their average age was 43 years. The results from 
this study (K-12 online teachers in Ohio), are quite similar to the national counterparts 
NCES (2013) where the females comprise 75% of teachers and their average age was 
reported 43 years.  
 The K-12 online teachers in Ohio are highly qualified professionals (77%) of 
whom possess a Master’s degree and compare well with the similar studies of online 
teachers at the national level. The content areas that the online teachers specialized were 
also reported, and an interesting observation was that none of the teachers reported 
having specialized in Gifted Education.  
  The maximum number of years’ of teaching experience in a face to face setting 
that the online teacher had was reported as 40 years, while the minimum number was 1 
year, 9.8% of these teachers reported teaching in a face to face setting between 31-40 
years, corresponding with the qualitative question as to why the teachers choose to teach 
online. The content analysis of this questions reported that 11.22 % teachers chose to 
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teach online after retirement explaining the teaching experience of (31-40 years: retired 
teachers) these teachers in a traditional face to face setting. Sixty-five (65%) of the online 
teachers in Ohio reported teaching in an online setting between 0-5 years, none reported 
teaching more than 15 years in an online setting which is acceptable because online 
learning is an upcoming and emerging field. 
 The majority of the participants (50%) taught in public schools, followed by 
charter schools (43%), private (27%), Parochial (2.04) and (1.02%) in a University 
affiliated School in Ohio. Majority of the online teachers K-12 in Ohio teach at the High 
School Level (67.34%),followed by Elementary (12.24%) and Middle School (10.20%). 
 In addition to the types of school taught, online teachers also reported the 
breakdown of the online classes taught by them as well is who the primary author of the 
content is taught. Breakdown of Online classes showed that the online teachers in Ohio 
do attend to the needs of special education students (72.44%), followed by at-risk 
students (63.26%), credit recovery (46%), advanced placement (17%), and gifted 
education (9%). The primary authors of the content were the content providers/vendors 
(74.4%) whereas none reported teaching content prepared by their colleagues. In terms of 
teacher preparation of online teaching 63% teachers reported having no formal training in 
online teaching. The overall average mean for all the six subscales was 2.90, which was 
within “fair to good” range. The cross tabulation results showed only one competency, 
using relevant data to guide and monitor students time management skills had a 
statistically significant relationship (p = .011). In addition to descriptive statistics, 
inferential statistics were also used to correlate the competencies and skills sets that 
online teachers reported. Inferential statistics were used to determine the relationship 
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between teacher ratings of their competencies and skill sets according to or in keeping 
with survey categories. Using SPSS Version 22, a two tailed Spearman’s rank order 
correlation coefficient (r) was calculated between each of the subscales. This was done to 
determine the relationship between each of the subscales for the question. In addition to 
this correlation analysis, another correlation was computed between the hours of 
professional development K-12 online teachers in Ohio participated last year and all the 
subscales. The qualitative content analysis was conducted, and it threw significant light 
on all aspects of online teaching as reported by the K-12 online teachers in Ohio, 
especially in the understanding of professional development and its implications for 
online teachers.  
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CHAPTER V 
DISCUSSION AND RECOMMENDATIONS 
 
 The purpose of this study was to explore and understand to what extent educators 
teaching in K-12 online settings in Ohio are equipped to work in such environments by 
relying on specific competencies and skill sets. All the research project data were 
collected using a self-reporting Web-based survey comprising of both close- and open-
ended questions, guided by the following publications: a) National Standards for Quality 
Online Teaching (North American Council for Online Learning [NACOL], 2008); b) 
Standards for Quality Online Teaching (National Education Association [NEA], 2006); 
and c) Guide to Online Teaching Classes (Southern Regional Educational Board [SREB], 
2006). Survey data from 98 online teachers who participated in the project were gathered 
and analyzed to answer the following research questions: 
1. How do participating online teachers rate their own skills and competencies in 
keeping with the existing online teaching standards? 
2. What do participating teachers report are the ways to prepare and support 
online teachers? 
3. What elements should be included in the design of a professional development 
program for K-12 online teachers? 
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This chapter evaluates the findings, implications, and limitations of the present study, 
based on which to suggest areas of future research in teacher preparation for online 
instruction and subsequent professional development. 
Findings 
 The demographic data collected in this study relate to gender, age, area of 
specialization, length of face-to-face and online teaching experience, type of school and 
their respective setting, grade level(s), content areas taught, authorship of content taught, 
educational background, preparation for virtual instruction, duration, format, and 
customization of professional development. Data revealed that the participating K-12 
online teachers in Ohio are highly educated professionals. A comparative analysis to 
similar data collected in 3 national studies (Archambault, 2008; Going Virtual, 2010; and 
Goldring, Gray, & Bitterman, 2013) reveals that many of the demographic characteristics 
of both face-to-face and online teachers are similar. As an example, the 2013 study 
referenced above showed that the traditional, face-to-face classroom teachers were 
predominantly female (75%) and their average age was 43 years. By comparison, 72% of 
the participating online teachers in Ohio were female, and their average age was 45 years, 
which is quite similar to national findings. 
 The K-12 online Ohio teachers in this study were highly qualified professionals, 
as demonstrated by the fact that 77% of them possessed a Master’s degree, thus 
comparing well with findings from the aforementioned national studies. In terms of the 
content areas represented by the participants, 18.36% of them taught English Language 
Arts, followed by 17.35% specialized in Math and Special Education (equal percentage). 
This information is of particular interest because 72.44% of the students served by these 
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online teachers fell into the Special Education category, thus indicating a match to the 
particular needs of such students. By contrast, none of the respondents specialized in 
gifted education or speech, though 9% of them reported teaching gifted students, which 
could indicate a lack of appropriate formal preparation in terms of addressing the needs 
of gifted learners. It is very important that the needs of this group be nurtured in a 
learning environment that is interactive and connects them to other learners and mentors 
because gifted students lack active social skills ( Gross, 1993). The content area 
breakdown for the K-12 online teachers in this study corresponds to a great extent to 
findings from a national study by Dawley et al. (2008). In addition to the content area 
breakdown, the online teachers were asked about the breakdown. Seventy-two percent of 
the respondents reported teaching special education classes, followed by (63.26) At-risk 
students, (46%) credit recovery students, (17.34%) advance placements students, 
followed by (9.18) gifted students. The maximum number of years’ of teaching 
experience in a face-to-face setting that the online teachers had was reported as 40 years, 
while the minimum number was 1 year; 9.8% of these teachers reported teaching in a 
face-to-face setting between 31-40 years, corresponding with the qualitative question as 
to why the teachers choose to teach online. The content analysis of this question reported 
that 11.22% of teachers chose to teach online after retirement, explaining the teaching 
experience of these teachers (31-40 years: retired teachers) in a traditional face to face 
setting. The teaching experience in an online setting also corresponded with the fact that 
online teaching is at its nascent stage as (65.21%) of the teachers in this study reported 
having taught between 0-5 years, whereas (24%) reported teaching 5-10 years, and only 
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(11%) reported teaching 11-15 years. None reported teaching more than 15 years in an 
online school setting.  
 As to the type of school taught 50% of the teachers in this study taught in Online 
Public schools, whereas 44% taught in Charter schools, and 1.02% in University 
affiliated schools. This was quite similar to a study in Sutton (2014) where 43.4 % 
teachers taught Online State sanctioned public schools. Respondents represented all grade 
levels as well as non-specific levels represented by the category others (a mix of all levels 
for example elementary, middle and High school). The majority (67.34%) of the 
respondents in this study reported teaching at the High school level, corresponding with 
the national studies where (72%) of the online teachers taught at the High school level 
(Going Virtual, 2010). In addition to the level of classes taught the respondents also 
reported about the school setting, 40% taught in urban settings, 34% in suburban settings 
and 27% in rural settings. Another finding was regarding the primary authorship of the 
content. None of the teachers reported teaching content by their colleagues, whereas in 
the national studies, online teachers reported using content created by colleagues (15%) 
as cited in Archambault (2008), and Sutton (2014) where (16%) used content created by 
colleagues. Majority of the teachers in Ohio (77.44) reported teaching content provider 
content in contrast to the above mentioned national study where only 42%, and 37.5% 
teachers reported teaching content provided by the content provider. 
 The demographic section not only provided the demographic details, but pertinent 
information about the teacher preparation and professional development of online 
teachers in Ohio was also derived. In terms of preparation for online teaching, 63.26% of 
online teachers in Ohio reported having had no formal course in online teaching, and 
205 
 
72.44% of teachers reported participating in professional development between 1 to 10 
hours. Regarding the delivery of professional development, 51% of the teachers reported 
delivery in a hybrid format, 36% fully online, and 13.26% fully face-to-face. 
Additionally, 59% of teachers reported professional development was customized 
according to their needs, whereas 41% reported that it was not customized.  
Research Question One 
1. How do participating online teachers rate their own skills and competencies in keeping 
with the existing online teaching standards? 
 In order to answer research question 1, a two-part survey instrument was designed 
to gather self-reporting information about critical competencies and skill sets, from which 
the participants’ perceived professional development needs could be derived. Within the 
subscale items (which is on the scale of 1-4), all the competencies and skill sets, means 
were calculated, and the highest means reported were: providing timely, personalized and 
constructive feedback on assignments/questions (M=3.59), using word processing 
software ( M=3.59), establishing teacher presence by providing feedback to student 
assignments (M=3.53), establishing teacher presence by means of using communicative 
skills (M=3.49), communicating with parents, colleagues and other stakeholders 
(M=3.50), and applying effective facilitation skills to create a relationship of trust 
between students and their teacher as well as among students (M=3.44).  
The high mean scores in these areas showed that the teachers consider themselves 
confident of their competencies and skill sets as they rated themselves in the “good to 
excellent” range. This also indicates that the teachers are equipped to address student 
needs in these areas. These means also provide a profile of the online teachers in Ohio in 
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terms of their competencies and skill sets pertinent to online teaching, as providing 
personalized timely feedback, establishing teacher presence by means of using 
communicative skills are essential in engaging students in an online environment 
(Salmon 2002, Awouters & Jans, 2009, Kemshal-Bell, 2001). 
 On the other hand, within the subscale Student Needs, the following means were 
lower: using a variety of adaptive/assistive technologies for Students with Special needs, 
such as listening system for lectures (M=1.97), braille note takers (M=1.93), alternative 
keyboards (M=1.92), and speech synthesizer programs (M=1.82). The competencies and 
skill sets with lower means in this self-reported data indicate that the teachers are less 
confident in these areas and have rated themselves between “poor to fair.” The 
competencies in which they have rated themselves thus are related to using 
adaptive/assistive technologies for students with special needs, and in the breakdown of 
the classes taught online, approximately 72.44% of online teachers reported teaching 
special education classes. One of the reasons for offering online courses, as reported by a 
survey conducted by NCES (2005), was the capability and potential to meet diverse 
student needs, such as school drop outs, at-risk students, students with disabilities or all 
those who seek personalized pathways Watson and Gemin (2008) to learning 
opportunities. Both the pre-service and in-service teacher preparation needs to address 
this lack. 
 The overall mean for these six subscales was 2.90, which was rated between “fair 
and good.” Teachers rated their competencies and skill sets higher on the subscales 
related to Instructional Management and Assessing Student Learning (M=3.37 and 
M=3.16 respectively) as compared to those dealing with Instructional Strategies 
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(M=2.90), Computer Software Skills (M=2.87) , Professional Development (M=2.69), 
and Student Needs (2.67), which were lower and had a rating of “fair to good.” The mean 
scores, in general, indicate that the competencies and skill sets where the online teachers 
have reported between “fair to good’ and between “poor to fair” need to be addressed in 
professional development.  
  In the case of this study, the question ‘was professional development customized 
according to your needs’, was cross-tabulated with all the competencies and skill sets in 
the survey to see how customization of professional development impacted teacher 
competencies and skill sets. Only one competency, using relevant data to guide and 
monitor student time management skills, had a statistically significant relationship (p = 
.011) with professional development customization. The implications of this finding is 
that customization of professional development has a positive effect on teacher 
competencies as research studies have also confirmed (Corcoran, 1995; Boyle, 
Lamprianou & Boyle, 2005). 
 Correlation analysis can be used to understand the overlap among subscales and 
to inform the potential impact improvements of one subscale on the others. If, for 
example, professional development is directed towards instructional strategies, it may 
have the potential to impact the subscale student needs and vice-versa. The correlation 
analysis between the subscales showed all correlations, except Professional Development 
with Instructional Management, were significant at the 0.05 level, and all correlations, 
except for Professional Development with Assessing Student Learning, Professional 
Development with Computer Software Operations, and Professional Development with 
Instructional Management, were significant at the 0.01 level. Particularly strong 
208 
 
correlations were found between Instructional Strategies and Student Needs (.794**), 
Instructional Management and Assessing Student Learning (.674**), and Instructional 
Strategies and Assessing Student Learning (.672**). The areas that show strong 
correlations are the areas it seems the professional development needs may have been 
met. The subscales that show strong correlations are the ones which would benefit the 
most from the professional development sessions tailored to them. This also further 
suggests that the design of professional development units should take into consideration 
the subscales that positively correlate with each other, as addressing one set of 
competencies in professional development would impact all the other competences and 
skill sets in a given subscale positively.  
 In addition to this correlation analysis, another correlation was computed. This 
was calculated to know how many hours of professional development did online teachers 
participate in last year, and in what ways the duration helped in honing which of their 
competencies and skill sets. Four highly statistically significant and moderately positive 
relationships (p < .01) were found between the hours of professional development 
received by participating teachers over the course of one year and the following subscale 
items: tracking the development of emerging computer software that may impact the 
classroom (r = .310), demonstrating familiarity with various barriers to student learning, 
such as motivation (r=. 283), demonstrating familiarity with various barriers to student 
learning, such as technical barriers (r =.326), and helping students conform to the 
school’s acceptable use policies (r =.388). These findings imply that the amount of 
professional development provided had a positive influence on these particular skill sets, 
and their professional development needs may have been met. All the above mentioned 
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competencies and skill sets also indicate that online teachers need to know and address 
the barriers to student learning (motivation and technical issues), which were also found 
to be important in the qualitative analysis. Staying up to date with emerging technology 
and determining which ones would prove beneficial to students is also a vital skill for an 
online teacher.  
 There was a statistically significant and weakly positive relationship (p< .05) 
between the hours of professional development received by participating teachers over a 
course of one year and these subscale items: using presentation software (r =.214), 
demonstrating familiarity with various barriers to student learning, such as infrastructure 
and support services (r = .268) or prerequisite skills (r=.219), using student-centered 
instructional strategies focused on real-world applications (e.g., case studies; r = .300), 
establishing teacher presence by means of using communicative skills in developing 
leading questions to encourage student participation (r =.256), assessing student readiness 
and learning in multiple ways ( r =.307), communicating with parents, colleagues, and 
other stakeholders (r =.271), formal professional development activities (such as 
workshops, seminars, etc.), either in face-to-face or online formats ( r =.300), and formal 
professional learning communities for online teachers ( r=.292). These findings imply a 
weak positive correlation, but still indicate benefit from professional development 
sessions. 
  Finally, there were areas where there was no evidence of positive relationships 
between the hours of professional development received by participating teachers over 
the course of one year and the other subscale items. One possible explanation is that 
particular professional development needs were not addressed. An alternate explanation 
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is that these practitioners may be so well established in their field that the professional 
development programs offered may not have been as relevant to them. The duration of 
the professional development sessions was not enough to address all teacher need in all 
areas. Consequently, an analysis of needs should lead to professional development that is 
customized to the needs of virtual instructors. 
These positive correlations also indicated that the in the design of professional 
development sessions both the content to be addressed (customization) and the duration 
of professional development is crucial. If these two areas are planned for accordingly, 
teachers may be able to more fully learn, analyze, reflect and practice the competencies 
and skill sets addressed in the PD sessions. There is an emerging uniform opinion 
amongst experts in the field of professional development that high quality professional 
development, with the ability to initiate teacher change, includes active learning 
opportunities, extended duration, collaboration of teachers, and content geared towards 
student learning (Desimone, L. M., Porter, A. C., Garet, M. S., Suk Yoon, K., & Birman, 
B. F., 2002). According to Desimone et al. (2002), adequate duration is an important 
component of high quality professional development, as the content of the sessions listed 
above requires a large amount of time to successfully implement. Therefore, a 
professional development session with excellent content would still be ineffective 
without sufficient time.    
 Research Question Two 
2. What do participating teachers report are the ways to prepare and support online 
teachers? 
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 According to the literature review, some of the areas in which online teachers 
need help and support are: technological competencies and skill sets, instructional 
strategies, communication skills, facilitation skills, evaluation of teaching, formation of 
community of practice between teachers, building relationships to motivate and engage 
students, customized professional development, and reinforcement of professional 
development. The open ended questions in the survey helped bring out the teachers’ 
perspectives on these issues. First of all, in response to question about technological 
needs and support (Table 22), many of the K-12 online teachers in Ohio reported that 
they received technological team help and support (52%) whenever requested. According 
to 14.28% of the teachers, the school administrative systems provided periodic support. 
Additionally, 13.26% of teachers reported technological preparation during orientation 
and professional development sessions. These results indicate that the online teachers in 
Ohio are, to a large extent, technologically competent. The data also reveals that the 
source of this competency was the preparation and support systems in place either 
through administrative support or professional development. 
 Along with technological preparation and support, it is also important to identify 
the instructional strategies that would help teachers address student needs in an online 
environment. It is required of online teachers to meet diverse student needs through 
different ways, such as modification of assessments, alternative lesson plans etc., but 
above all else, the teachers need to motivate students (Salmon, 2002) in order to engage 
them in the learning process. A lack of the ability to motivate students may undercut the 
other instructional strategies to a large extent. One of the challenges of online teaching 
reported by 31.50% of teachers in this study was a lack of student motivation and 
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engagement (Table 33). The presence of student motivation may be indicated by an 
online class environment that is built on order and good interpersonal relationships. The 
online teachers reported the following techniques for maintaining such a classroom 
(Table 32): establishing rules and order (31.5%), motivational interactions with students 
using technology (22%), and pre-class strategies (15.06%). While all of these techniques 
are helpful in building student motivation, motivational interactions go to the heart of the 
issue. This idea is reinforced by the teacher’s responses about characteristics of an 
engaged online student; 71.23% of online teachers reported that an engaged online 
student is motivated. The manifestation of motivated online student could be a result of 
sustained effort in the form of motivational interactions. Thus, these motivational 
strategies are an important aspect in preparing and supporting teachers, so that they 
understand the importance of motivation as a tool to engage students in the learning 
process. 
 Assessment of student learning is another instructional strategy. It is indeed a 
challenge to assess student learning in an online learning setting due to the distance 
between the teacher and the student. Teachers have to adapt their teaching and 
assessments to the medium of technology, which may at times be difficult. Assessment of 
student learning of online students presents itself in multiple ways, as teachers have to 
use or create multiple alternative assessment techniques suited to the online environment, 
as well as give continuous feedback to the students. Assessing student learning in an 
online learning environment is also an area in which teachers need preparation and 
support. Data collected from this study gave an in-depth understanding of these aspects of 
online assessments  
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 The online teachers in this study reported different learning assessment strategies, 
and the one most used was formative assessment (40%), followed by technology based 
assessments (29%), content provider assessments (19.17%), and summative assessments 
(5.47%). Out of all these assessments, 48.17% of assessments were found to be 
technology based (technology based and content provider assessments). The qualitative 
responses indicated two different teacher tendencies towards the use of technology based 
assessments: content provider based assessments and self-created assessment. Those 
teachers who rely on content providers for assessments do not necessarily customize 
assessment to student needs. For example, one teacher expressed, “The Aleks math 
coursework has a placement test imbedded at the beginning of the course to see what the 
student already knows and then builds the course to address the material the student has 
not mastered” (I-54). On the other hand, the teachers with a tendency towards self-
created assessments appear to believe that creative customization of assessments both 
helps them to better assess student learning and hones their own and their students’ 
technological skills and competencies. To illustrate this one teacher responded: 
I often use videos accompanied by short "exit ticket" style quizzes to check for 
student understanding of the content. The video is usually hosted on youtube, or 
on other accessible platform, and the quiz is a google form. Based on carefully 
crafted questions and their responses I can get a good sense if they actually 
viewed the material or not, or if they have viewed it, but are still unsure of the 
topic, so I know further instruction is needed. (I-27)  
Innovative use of technology for assessing student learning is better than the use of pre-
provided assessments because it enables the teacher to utilize the maximum use of 
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technology in addressing student needs. A teachers’ creative use of technology initiates 
the creativity of the students and encourages them to be self-directed learners. 
Additionally, students also become innovative and competent users of technology. 
Therefore, teachers need to be prepared and supported in using technology to create 
assessments customized to student needs.  
 A third instructional strategy is communication. Communication is the foundation 
that supports almost all online teacher competencies, such as student motivation, 
assessment of student learning and addressing student needs. The teachers in this study 
reported the ways they found to be most effective in determining online student needs, 
keeping in mind the lack of face-to-face contact. One of the most emphasized strategies 
involved two different types of effective communication: communication with the 
students and their families (41%) and technologically mediated communication with 
students only (23%).The above given communication methods are adequate for routine 
interactions, but other strategies are needed to form a more in-depth view of student 
needs. To this end, formative assessments (41%) were also used, and questioning and 
listening made up the remaining 11.62% of reported strategies.  
 Since formative assessments, questioning and listening are all applications of 
communication, the interruption of communication in an online setting severely impedes 
the teacher’s ability to address diverse student needs. Therefore, it is imperative that 
teachers are equipped with strategies to resolve impeded communication. The strategies 
that the teachers in this study reported when communication was impeded in an online 
setting were: school based solutions (40%), teacher student communication through 
phone calls and web-based communication (37.43%), school day and time zone 
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adjustments for international students (10%), and technology orientation for new students 
(5.47%). The above mentioned perspectives on communication focused on identifying 
student needs. However, teachers also reported some specific communication strategies 
for promoting student learning, emphasizing the interactional aspect of online learning: 
teacher student communication (69.38%), live peer-to-peer interaction with technology 
(34.69%) and family interaction (12.24%), teacher-created videos (3.06%), and colleague 
interactions (1.02%). From all the above findings, it is evident that communication is an 
important aspect of online learning which manifests itself in different ways as the role 
demands (Coppola, Hiltz, & Rotter, 2001; Goodyear et al, 2001; Shank, 2004). 
Therefore, establishing a deeper understanding of the important role communication 
plays in online settings is vital in teacher preparation and professional development.  
Research Question Three 
3. What elements should be included in the design of a professional development 
program for K-12 online teachers? 
 The elements that should be included in the design of a professional development 
program for K-12 online teachers in Ohio was analyzed by research question three. The 
most important recommendation that the online teachers gave for teacher preparation and 
professional development was the cultivation of desired teacher qualities (59%) such as: 
communication skills, understanding of the unique online environment, diversity and 
multi-cultural perspective, and the ability to motivate students with relationship building. 
Other recommendations included: technological competence (22%), professional 
development sessions and collaborations (16.43%), and having experience as an online 
student (3%). 
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 As recommended by the teachers above, professional development may serve as 
an excellent platform for collaboration and formation of communities of practice. The 
teachers in this study reported the following ways in which professional development 
encouraged this collaboration. According to 59% of teachers, face-to-face professional 
development enabled community building opportunities, whereas community building 
opportunities as a result of online/virtual professional development was reported by 
26.02% of teachers. The lowest amount of community building opportunities was found 
in hybrid format of professional development (21%). The challenges of teaching online 
could also be a very important part of online teacher preparation and professional 
development. Lack of communication with students (37%) was reported as the biggest 
challenge faced by online teachers, which lead to lack of student engagement and 
motivation (31.50%). Administrative issues, technology glitches, attendance, and family 
issues were reported by 31% of the teachers. 
 The data revealed a few issues with current teacher preparation and professional 
development that need to be addressed. The online teachers in Ohio reported having ‘no’ 
formal training (63.26%) in online teaching. The highest number of credit hours taken in 
Online Teaching was reported as ‘11+ credit Hours’, which were taken only by 20.40% 
of the K-12 online teachers. Additionally, the amount of time assigned to professional 
development last year was inadequate, as 72.44% of teachers reported attending between 
1 to 10 hours of professional development sessions. Another area found lacking was 
customization of professional development; 41% of the teachers in this study reported 
that professional development sessions were not customized according to their needs. 
Also, teachers reported that the competencies and skill sets taught in these sessions were 
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not uniformly reinforced; 41% of the online teachers reported that there was no 
reinforcement of professional development, whereas 28.77% reported reinforcement 
through online follow-ups and 24.66% reported face-to-face follow-ups and interactions. 
Finally, the breakdown of the online classes, as outlined in the demographic findings, 
also provided insight as to the areas which need more focus in professional development 
sessions, such as accommodating for special education, at-risk students, credit recovery, 
advanced placement, and gifted students. Altogether, the data suggests that the design of 
professional development for online teachers could be planned and organized on these 
three elements: structure, content, and reinforcement, which will be detailed in the 
discussion. 
Discussion 
 This study revealed that the participating K-12 online teachers in Ohio are highly 
educated. These findings also correspond with the findings of a national survey 
conducted by Dawley et al. (2010), wherein 60% of the teachers held a Master’s degree. 
The comparison of these studies in the area of educational qualifications is tabulated 
below: 
Table 35 
Educational Qualification  
        Bachelor Degree          Masters Beyond Masters 
General US 
Population (2012) 
                   31%                   8%       3% 
All K-12 Teachers 
(2013) 
                   41%                        46%                          9%
K-12 Online 
Teachers (2008). 
                   34%                           62%       16% 
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K-12 Online 
Teachers (2010) 
Dawley et al. Study 
                   39%                        53%       7% 
Present Study 
(2015)                                                         
                   26%                       73.46%                    2.04 
 
 In the present study, it was found that the K-12 online teachers in Ohio are 27% 
more likely to have a Master’s degree than the teachers teaching in traditional settings. 
This study also revealed that despite the fact that the online teachers in Ohio are highly 
educated professionals, there is a need to focus on certain areas. The breakdown of 
classes taught by K-12 teachers in Ohio (Figure 11) indicates that 72.44% are teaching 
special education classes. Data also indicates that 17% of the online teachers in Ohio 
have a specialization in special education, indicating a positive trend in terms of meeting 
the needs of special education students, as these teachers do have the pre-requisite skill 
sets in this area to a certain degree. However, the means of some of the competencies and 
skill sets reported in Chapter Four were reported below 2.0, or “poor to fair”, for 
competencies and skill sets pertaining to student needs. The lowest of these competencies 
were associated with assistive technologies with reference to special needs (Table 7), 
indicating that there is room improvement in this teaching area. There is a pressing need 
for the online teachers teaching special education to be given extra training and support 
during teacher preparation and professional development as online education lays 
emphasis on personalized learning. 
The open-ended responses illuminated this need further and showed the passion 
of online teachers for reaching out to the specific needs of online students. 29% of the K-
12 online teachers in Ohio responded that one of the very reasons that motivated them to 
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choose online teaching was the ability to meet student needs, “My special ed students do 
not seem to have problems with the technology of an on-line school. They have problems 
with a curriculum not designed for high school requirements and their reading and math 
disabilities.” (C-07) Yet another teacher in the open ended responses wrote: “I had a 
student with a cognitive disability and I just had to take more time with her. I had to 
explain more assignments to her and spend more time with her via Skype” (C-76). One 
more teacher responded: “I have recently had a few students with significant health 
issues. I have been able to adjust pacing and help them through times when it was 
difficult for them to work because of illness” (C-81). These responses highlight how an 
online setting allows teachers to reach out to the various needs of online students, and 
points out the need for online teachers to be better equipped in order to effectively 
accommodate these diverse student needs. 
 One strategy that the online teachers identified as effective in meeting student 
needs was the ability to modify the curriculum. The ability to modify curriculum, and 
hence customize learning to student needs, is very pertinent to online learning. Students 
tend to perform well if the teacher understands their learning style, their skills in terms of 
readiness, their strengths and weaknesses, as well their interests and what motivates 
them. All this is possible, if they receive individual attention and an environment where 
they feel safe and confident in their interactions with their peers and teachers.  In terms of 
online education, student confidence in their learning, to a large extent, is dependent upon 
the ability of the teacher to be able to modify curriculum in terms of content. 
Additionally, online instructors need to collaborate with colleagues to weigh the 
applicability of the content being used after modification and to see to what extent the 
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content modification meets student needs effectively. If not, then the online teachers need 
to research and find different ways to re-work their curriculum or find other measures, 
with the help of their colleagues, in place of content/lesson modification. 
  To this end, one of the quantitative questions of this study pertained to 
identifying the primary author of the content. Interestingly enough, there were two 
marked differences between the national data responses and the way the online teachers 
in Ohio responded in this study. Firstly, the K-12 online teachers in Ohio reported a 
higher percentage of dependence on online content providers (74.44%) for the content 
taught, as compared to the national studies (Archambault, 2008), wherein 42% of online 
teachers reported teaching content provided through content providers. This dependence 
on online content providers could also mean the limited ability on the part of the K-12 
online teachers in Ohio to accommodate student needs, as only 24% of teachers in Ohio 
reported that they have the ability to modify curriculum. As one teacher reported, “I am 
able to make modifications to the curriculum. If I see that students are struggling with a 
particular concept, I am able to redesign the lesson to correct the problem” (D-04). Yet 
there are others who reported: “Our curriculum cannot be modified but we create 
different levels of scaffolding to assist student learning” (D-50). 
 The ability to meet student needs is connected to curriculum modification, as has 
been noted above, and is a very important aspect of online education. One of the reasons 
for offering online courses, as cited by a survey conducted by National Center for 
Education Statistics (2005), is meeting individual student needs. To maximize the 
potential of online learners, careful attention has to be given to the broader range of needs 
presented by diverse learners. These learner needs may apply to highly intelligent gifted 
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learners, school drop-outs, at-risk students with disabilities, or credit-recovery students, 
all “of who seek personalized pathways to learning opportunities” (Watson & Gemin, 
2008, p.3). A study by Shoaf (2007) points to three advantages of online learning: (1) 
individualized instruction for each student, (2) pacing of instruction for the students at 
their own pace and their appropriate level, and (3) ability to modify lessons. As a result, 
if a teacher solely depended on the online content provider for lesson modification, which 
may be the case in some online content providers, specific students’ needs would not be 
met. This could also mean that the online teachers in Ohio may not have the 
competencies and skill sets necessary for modifying curriculum, hence they may lack 
flexibility and expertise in this area. Alternatively, online teachers may have these 
competencies but may be limited in their application due to institutionally placed 
constraints. 
 The second finding from the disparity between national and Ohio online teacher 
survey responses was that the K-12 Online teachers in Ohio did not report usage of 
content created by colleagues (0%). In the national studies, online teachers reported using 
content created by colleagues (15%), as cited in Archambault (2008). This shows a lack 
of collaboration and sharing of information between K-12 online school teachers in Ohio, 
which was expressed by an online teacher as follows: 
I would like to see more forums for online teachers to share ideas. In Ohio, I 
believe that online schools think that they are competitors for the students and 
therefore are reluctant to share with each other. This goes against spirit of 
collaboration between teachers that I used to see when I taught in a brick and 
mortar school. (K-16) 
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Additionally, another online teacher reported, “The most important recommendation I 
have for online teacher preparation would be: -to make the pre-service and/or in-service 
experience as "hands-on" as possible through the use of collaborative groups involving 
teachers within the same content area.” (N-55) This lack of collaboration between online 
teachers and the inter-school platform in terms of professional learning communities, as 
well as communities of practice, in a way constrains the very nature of online learning, 
which promotes learning through organic collaborative interactions between all 
participants in the learning process. 
 Better teacher preparation and well planned and executed professional 
development play an essential role in equipping teachers to understand the unique needs 
of the online environment, in order to address student needs. The necessity of having 
online teachers be adequately prepared has also been re-enforced by several national 
online organizations (SREB, iNACOL, NEA, etc.). However, in response to the question 
on teacher preparation, 63.26% of online teachers in Ohio reported having ‘no’ formal 
training in online teaching, and the highest number of credit hours taken in online 
teaching, reported as ‘11+ credit Hours’, was taken by only 20.40% of the K-12 online 
teachers. This finding presents a disparity between actual online teacher preparation and 
the expectations outlined in The Standards for Quality Online Teaching (2006) Section 
III, Preparing and Supporting Online Teachers. This particular national standard is very 
pertinent in terms of teacher preparation specific guidelines for Pre-Service teachers. The 
following lists several recommended skills online teacher should have prior to engaging 
with an online classroom: 
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 Identifying outstanding educational websites for both teacher and student 
reference. 
 Issues of accessibility and Section 508 compliance, including adaptive software 
for the physically, visually and hearing impaired. 
 Employing appropriate “etiquette” and observing Acceptable Use Policies. 
 Instruction and practice in facilitating online discussions. 
 Instruction and practice in “community building” exercises, including small group 
collaborative assignments. 
(Standards for Quality Online Teaching, 2006, p. 9-12) 
The data reveals that online teachers in Ohio lack training in these specific areas (Figure 
14). Pre-service training for online teachers is essential, as one teacher explained, “I 
didn’t have any real training and that has been a huge disadvantage for me. I would have 
liked to take an online class similar to my own to see how things are done. I think  pre-
service and in-service are very necessary especially with common core and PARCC tests 
in our futures.” (N-13) 
Yet another teacher recommended: 
*how to create lessons that meet the Common Core expectations *how to create 
collaborative learning for math in order for students to work together to discover 
strategies and problem solve *we have students in all places in the curriculum - 
because of this I struggle with how to address the needs of students that are not 
working in the same topics *how do I help kids who are 2 or more grade levels 
behind when all they want to do is pass quizzes (multiple guessing and no focus 
on the lesson) and refuse to do any extra learning? (N-34) 
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The recommendations from K-12 online teachers in Ohio both for pre-service and 
in-service teachers were very apt. About 59% of online teachers reported that the best 
ways to prepare and support online teachers was to help them understand all aspects 
online teaching in terms of ‘specific teacher qualities’, for example: understanding the 
unique online environment, ongoing communication with students, parents, and 
colleagues, flexibility, listening skills, and the ability to motivate students through 
multiple methods. As one teacher wrote: “Learn how to motivate students Understand 
their emotional/mental/physical needs Research available resources” (N-22). Another 
wrote: “Develop an awareness for different online schools - visit them and learn about 
how to engage students via technology” (N-51). Yet another teacher recommended: 
Be patient and positive. Too many on-line students are here as a last resort and are 
often planning on dropping out. Positive interactions and encouragement can lead 
to little successes and before they know it, the students are zipping through 
material that they would have believed to be beyond their capabilities. (N-60) 
 The above recommendations are a mixed bag of both soft skills and instructional 
strategies, and their application to the online environment may require some adjustment 
based on research within and feedback from the community of online teachers. The other 
recommendations included technological competence (22%), professional development 
and collaboration (16%), and having experienced online learning as s student (3%). One 
teacher wrote, “Take an online course to experience online learning from the student's 
perspective.” (N-16). 
 As outlined above, teacher competencies and skill sets and the collaborative 
potential of communities of practice are important for equipping online teachers to 
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address student needs and should be included in professional development sessions. 
However, it is particularly vital to address technological competence in PD sessions, 
since technology is the medium through which all interactions in the online classroom 
occur. Apart from the responses of the K-12 online teachers in Ohio, the importance of 
technological competence and skill sets in the online environment has also been 
reinforced in literature, as a competency of primary importance. The National 
Educational Technology Plan (NETP, 2010) directives suggested providing pre-service 
and in-service educators with preparation and professional learning experiences powered 
by technology in order to ‘close the gap’ between students’ and educators’ fluencies with 
technology. NETP (2010) recommended promoting and enabling technology use to 
improve learning, assessment, and instructional practices. While NETP (2010) did not 
specifically address online teachers, this specific efficacy applies to online teachers even 
more because, unlike face to face teaching, in the online educational setting, the learning 
group is separated. Thus, interactive telecommunications systems are used to connect 
learners, resources, and instructors within a networked learning environment. As it is the 
most extensively used medium by online teachers, technological competence is vital to 
online teaching. Therefore, ongoing training in technological competence and 
technological support is needed for online teachers to smoothly navigate the online 
systems in their teaching. The online teachers in Ohio reported that their computer 
software needs were met effectively in two ways: through direct requests to technology 
teams (52%) or through administrative measures and school systems (14.28%). However, 
about 21.42% of online teachers reported that they received no support. While timely 
technological support shows that the teachers are competent to a quite an extent, as 
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reported by the higher means, support is still needed in specific systems that the teachers 
may find themselves less competent, or even in areas that the technology staff are needed. 
For example one teacher reported: 
We added a list of computer software this past summer. The staff had online 
training for all new products. Sessions were taped and stored where we all have 
access to watch training that needs refreshed or we did not get. We were also 
brought into the main office for a day of training. Stations were set up and we 
count choose which ones we needed help with. (B-51) 
Training in the use of technology and help and support with new technology or glitches 
that only technology team can address are a must for online teachers. Both training in 
technological skills and sustained technical support will result in a technologically 
competent online teacher. 
 All the above mentioned competencies and skill sets needed for an online teacher 
would be best addressed through either well planned teacher preparation or professional 
development. A well planned professional development would take into consideration the 
importance of the centrality of human capital SMHC (2009), which implies planning 
professional development that takes into consideration the human angle of teacher growth 
and change, rather than an unplanned haphazard single shot professional sessions, 
typifying a significant disconnect between teacher expectations and what they actually 
learn in such sessions (Wei et al, 2009).This brings into focus the elements in the design 
of PD. The first is the structure which takes into consideration type, time and interactivity 
(Levin & Rock, 2003, Corcoran et al., 1998). The second element is content to be 
addressed in PD sessions which needs to be customized according to teacher needs as 
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well as the third element that is reinforcement of what they have learned. (Stiles, Loucks-
Horsley & Hewson, 1996). Recent research on professional development aims at reform 
type activities that engage teachers on a regular basis, as teacher change is possible only 
through creation of such spaces and conditions that will initiate and encourage teachers to 
practice and reflect collaboratively (Boyle, B., Lamprianou, I., & Boyle, T., 2005). 
Reform-based professional development which targets at activities that (both in terms of 
time and duration) provide space for sustained learning opportunities (Corcoran, 1995b; 
Darling Hammond, 1995; Stiles, Loucks-Horsley & Hewson, 1996). 
Design of Professional Development Model for Online Teachers 
 Based on the literature review on professional development, the analysis of both 
quantitative and qualitative responses, the elements to be included in the design of a 
professional development program for online teachers could be designed along the 
following strands: 
1. Structure  
2. Content 
3. Reinforcement/feedback 
 Structure. In terms of structure, the first aspect of professional development to be 
considered thoughtfully, keeping the data in mind, is ‘time’: the amount of time to be 
spent on Professional Development activities, workshops and sessions (Figure 15). On 
average, 96.8% of the K-12 online teachers in Ohio reported attending PD training 
between 11.5 minutes to 34.6 minutes in a typical week. Only 3.19% of the K-12 online 
teachers in Ohio reported attending professional development sessions for about an hour 
peer week on average, and this indicates a lack of precedence (Birman et al., 2000) 
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placed on PD, which need to be addressed. The reform-based PD will aim at activities, 
such as “study groups in which teachers are engaged in regular, structured, and 
collaborative interactions around topics identified by the groups” (Boyle, Lamprianou, & 
Boyle, 2005, p.5), that promote teacher change. However, these activities require 
adequate time for their appropriate implementation. 
 The second consideration in terms of structure is the delivery format for 
professional development. The K-12 online teachers in Ohio reported that 51.02% of 
them had their PD delivered in a Hybrid format, which corresponds close to the 
percentage of teachers to the national data, wherein 53% of national online teachers 
reported delivery of PD in a hybrid format as per Dawley et al. (2010). The participants 
of this study reported differently in the other two formats: Face-to-face delivery of 
Professional Development (13.26%) and fully online format (36%). 
Table 36 
Type of Professional Development (Comparative Statistics) 
Study  Face-to-face Fully online  Hybrid 
K-12 Online 
Teachers (2010) 
Dawley et al Study 
29% 19% 53% 
Present Study 
(2015) 
13.26% 36% 51.02% 
Note: The K-12 Online teachers in the above mentioned study by Dawley et al. have an 
extra category ‘facilitated’ that is not present in this study. 
 
 Further data analysis about the collaboration and community formation, in the 
professional development sessions, indicated that the face-to-face professional 
development sessions, though a small percentage of all PD sessions, resulted in the 
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maximum community formation and collaboration for the K-12 online teachers in Ohio 
(Table 31). Not only did professional development help and support online teachers in 
terms of giving them a platform to learn new and emerging teaching strategies and 
technology, but it also was found to help teachers to collaborate with each other to form 
communities of practice: a very important aspect of online learning and teaching because 
as it is online teachers work in isolation. The online teachers in Ohio reported that those 
teachers who attended professional development sessions face to face, had ongoing 
interactions with each other, and could collaborate with each other to form a community 
of practice (59%) more than other formats, such as online or hybrid (Table 31). As one 
online teacher wrote: 
Often, the personal and professional connections you make at PD are the most 
valuable part. You gain a network of folks who are having the same difficulties 
and successes as you. You also develop relationships with people that you can 
call, text, or e-mail with a questions or concern and they will get back with 
support and/or answers (K-60). 
This aspect of online teaching competencies utilizes the communicative potential of ICT 
to extend learning beyond the classroom for development of new skills, which was 
incorporated by UNESCO (2005) in its framework for informational and communication 
technology (ICT) in teacher education. Therefore, while it is best to have face-to-face PD 
sessions, the strength of the resulting communities of practice lie in the continued 
collaborative communication between online teachers through ICT channels. 
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 Content. The second aspect to be considered in the design of professional 
development is the content to be addressed in the sessions. Content delivered randomly, 
without asking the teachers their areas of need or evaluating their competencies, would 
not be effective. Reeves (2010) posits that people and practices should be the focus of a 
worthwhile professional development session. The Consortium for Policy Research in 
Education for Strategic Management of Human Capital (SMHC, 2009) also recommends 
redesigning systems in terms of recruiting, preparing, selecting, developing, retaining, 
evaluating, and compensating teachers, as well as focusing on the human capital and the 
‘people side’ of educational  reform, which again can be seen in relation to customization 
of online learning.  
 The responses of the K-12 online teachers in Ohio were to quite an extent the 
same as their online national counterparts to the question of customization of professional 
development. The findings of both this and the Dawley et al. (2010) studies are tabulated 
below: 
Table 37 
Customization of Professional Development  
Study  Yes (%) No (%) 
National K-12 online 
teachers Dawley et. al. 
(2010). A study. 
53% 33% 
Present Study (2015) 59% 41% 
Note. In the above mentioned study by Dawley et al (2010), 14% teachers reported ‘don’t 
know’ or ‘no prior teaching experience’ 
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Customization of professional development is an efficient way to assess and 
evaluate the areas of strength and weakness of online teachers. Professional development, 
after evaluation of teacher competencies and skill sets, would be very beneficial for K-12 
online teachers’ self-growth, which would consequently enable them to effectively meet 
the student needs in this non-traditional setting. To see how customization impacts online 
teacher competencies and skill sets, cross tabulations were performed, and it was found 
that there is a statistically significant relationship between whether or not the professional 
development was customized according to the teacher needs and the teacher competency 
and skill set in using relevant data to guide and monitor students’ time management skills 
(p=0.011). The K-12 online teachers in Ohio whose professional development was 
customized according to their needs rated themselves higher in the competency and skill 
set described above, as compared to the teachers whose professional development was 
not customized. 
The qualitative responses further illuminated the need for customization. As one 
teacher responded, “As long as its need based, it gives you the tools to assimilate into 
your practices” (K-31).Coming from the perspective of a current practicing teacher, it is 
evident that professional development has the capacity to add new tools and sharpen 
existing skills. However, another teacher explained the inadequacy of professional 
development, if it is not need based: 
The professional development required for tutors at my current online school is 
not relevant to what I do. I'm required to take office fire safety and other topics 
like that which don't make sense because most of the staff either work from home 
or are like me and go to libraries. I would love to see some collaborative resource 
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library and better communication within the company to maximize our potential. 
As for professional development, I do better finding programs on my own than 
anything I find thru the school. They're tutor training is ineffective and unclear. 
(K-37) 
The above quote, to a great extent, highlights the irrelevancy of professional development 
sessions that are more of a time-consuming formality, rather than a tool to educate and 
support teachers. Customization of professional development to areas of need, after 
teacher evaluations and feedback, could prove to be beneficial.  
Customization of professional development is supported both by the andragogy 
and the Learning Design framework. Andragogy supports the self-directed nature of the 
learner and learning, wherein a learner is aware of his or her needs, and attempts to 
develop specific knowledge for a clear, self-directed purpose and a goal oriented result. 
In the case of an online teacher, this applies very well, as they may be aware where they 
lack, so customizing the PD to fulfill that lack would better equip teachers to address 
diverse student needs. The Learning Design framework also focuses on customization of 
professional development for teachers as it affirms the learner-centered aspect of 
learning. According to Bransford et. al. (1999), professional development programs are 
frequently not learner-centered or designed to meet the professional needs of the teachers 
(as learners).  
 A correlation analysis was run between the hours of professional development 
that K-12 online teachers in Ohio participated last year and all the items within the 
subscales, out of which four showed moderately positive and highly statistically 
significant relationships (p < .01): tracking the development of emerging computer 
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software that may impact the classroom, demonstrating familiarity with various barriers 
to student learning (motivation), technical skills, and helping students to conform to the 
school’s acceptable use policies. Weakly positive, statistically significant relationships 
(p< .05) were found in nine items: using presentation software, demonstrating familiarity 
with various barriers to student learning, infrastructure and support services, using 
student-centered instructional strategies focused on real-world applications such as case 
studies, assessing student readiness and learning in multiple ways, communicating with 
parents, colleagues, and other stakeholders, and formal professional learning 
communities for online teachers. 
 The two areas, out of the four, that show moderately positive, and highly 
statistically significant relationships are related to technology and computer based 
competencies and skill sets. It seems the needs of the teachers in these areas have been 
met to a certain extent through systems in place in the online school settings. The 
qualitative data illuminates these areas in a significant manner, as one online teacher 
responded, “The most important preparation needed before teaching online is having a 
basic knowledge of technology. Being able to learn new programs and adapt easily to 
change” (N-25). Yet another teacher wrote about technology in relation to the differences 
in both types of schools: face-to-face/brick and mortar schools and online schools, 
“Know your technology or at least have the time to invest while you are beginning. Take 
a course in online education, because there are distinct differences between virtual and 
real schools” (N-71).  These teachers recommend a knowledge of the differences between 
traditional and online learning environments and basic competencies in the use of 
technology and adaptability to changes in technology.  
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 Teachers must be aware of the challenges posed by the differences between the 
real schools and the virtual schools. One teacher wrote about the online environment as 
follows: “the challenges are the impersonal nature of the class” (M-18). Another teacher 
also found difficulty in “initially building rapport with the students” (M-42), and yet 
another teacher responded about the challenges faced, “Challenges...not having face-to-
face contact. Aspects of intonation and emotion are not incorporated when interacting 
with the students. Sometimes students do not communicate  effectively, which can 
compound learning difficulties and incomprehension.”(M-09). It is only when the online 
teacher has an understanding of the knowledge of the differences between the ‘virtual’ 
and ‘real schools’ that online teachers can work on issues related to the online 
environment confidently and effectively.  
 In addition of being aware of these differences, teachers must also have a basic 
level of technological competence. At present, these needs are being met, to a certain 
extent, with the help of the technology teams in schools. The qualitative answers also 
reveal how teachers feel confident of these technological web based competencies and 
skill sets, through the effective support systems offered through school administration, 
referred to as ‘technology  team’, and through collaborative aspects of professional 
development. As one teacher reported: 
Our technology and administrative team is always giving us opportunities to 
explore new computer software as well new computer technology. We have has 
in-service on iPods and iPads as well as some Chrome books and larger touch pad 
technology. We are given opportunities to technology conferences and when we 
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are introduced to new Learning Management Systems we receive proper training. 
We have used three different LMS's over the last five years (B-41). 
The areas of technological competence that have been reported as having moderately 
positive correlations with hours of professional development may have been possible as a 
result of ‘technology team support’ and ‘professional development sessions’, but this 
does not explain the lower means, especially in assistive technology, where the mean 
scores were between “poor to fair”. Additionally, there were 21 online teachers in Ohio 
(21.42%) who reported that their computer software needs had not been met. One such 
teacher responded “none that I can think of” (B-32) when asked in what ways their 
computer software needs were addressed. These responses indicate these online teachers 
lacked either support from the administrative technology teams or their needs were not 
addressed in PD sessions. This again reinforces that in these areas it is important to do a 
needs analysis, and then plan the ways online teachers need to be supported in the 
professional development sessions.   
The stronger correlations between hours of professional development and 
competencies and skill sets point out that the professional development interactions may 
have addressed the technology based needs of the K-12 online teachers in Ohio. As one 
online teacher responded: 
I started with attending the mini teacher development sessions that enhanced my 
knowledge of technology and software that would best meet my needs to provide 
online instruction. I then went further and took the necessary classes (LERN) to 
receive my certification as an online instructor. Never quit taking part in the 
development of skills that are technology based, because that is where you will be 
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left in the dust. Finally, be a part of the professional groups with similar needs and 
keep up with current trends and methods. (N-31) 
According to this participant, the enhancement of technical skill was directly caused by 
the content addressed in the professional development sessions. Therefore, the 
statistically significant correlations between hours of professional development last year 
and the online teacher competencies and skills sets could be to a certain extent attributed 
to the professional development content. 
 In addition to the correlation analysis between the hours of professional 
development teachers participated last year and all the items within the subscales, the 
subscale scores were also correlated among each other. The subscales that are not as 
significant as could be a part of the professional development sessions, as addressing one 
set of competencies in professional development would impact all the other competencies 
positively.  
 The other understanding that the qualitative response throws light on is that 
developing competencies and skill sets is not limited to professional development 
sessions, but also depends on an online teacher’s initiative in pursuing competencies and 
skill sets proactively on their own. As previously mentioned by one participant: 
I started with attending the mini teacher development sessions that enhanced my 
knowledge of technology and software that would best meet my needs to provide 
online instruction. I then went further and took the necessary classes (LERN) to 
receive my certification as an online instructor. (N-31) 
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This proactivity is indicative of self-directed learning (Knowles, 1980) learning, which 
applies to online teachers in their own learning, as well as the inculcation of this learning 
style and attitude their online students.  
 Another area where the design of professional development sessions should be 
given thoughtful consideration is the different types of units/modules/sessions to be 
designed. These could include many other options, such as: sessions on speech therapy, 
gifted education and other specializations related to special education, interventions for 
at-risk students, and credit recovery students, as they constitute a major chunk of online 
students who are being taught by K-12 online teachers in Ohio.  
 The teachers in Ohio reported no specialization in gifted education, though 9% of 
the breakdown of classes were for gifted students (Figures 6 & 11). There was also no 
reported specialization for speech and related specializations (Figure 6). Professional 
development in these areas would help the online teachers to address the needs of these 
students, who may have enrolled in an online school for specific needs, as many online 
schools promote the idea of customization of learning in order to meet individual student 
needs. The first step towards fulfilling students’ specific needs is to train K-12 online 
teachers in these specific competencies, so the design of the professional development 
content could focus on those competencies and skill sets.  
 The breakdown of classes reported by teachers in this study (Figure 11) 
corresponds to quite an extent with the national study by Queen and Lewis (2011), 
wherein distance courses with the highest level of enrollment fell under the categories of 
credit recovery (62%) and advanced placement (29%). Credit recovery has been found to 
be especially important in urban environments, where 81% of schools indicate this is an 
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issue and area of concern (iNACOL, 2013). This urban characteristic also corresponds 
with the question of school setting, wherein online teachers in Ohio in this study reported 
teaching the most in the urban setting (40%), followed by suburban (34%) and rural 
setting (27%) (Figure 18). These issues are very significant in understanding the needs of 
the students in the urban school settings because these schools indicate a high percentage 
of credit recovery issues and needs. Therefore, professional development sessions could 
address how the school setting influences and defines student needs.  
 Another way of deciding the content to be addressed in the professional 
development sessions involves taking feedback from the teachers or conducting a needs 
analysis. Based on the data thus collected, implementation of courses/units of training 
based specifically on the teacher-listed topics would provide the preparation and support 
the online teachers need. Responses from question 36, ‘the challenges and rewards of 
teaching online’, generated insightful answers that could guide the content design for 
online teachers. According to the online teachers in this study, 68% of the challenges that 
online teachers in Ohio face are directly related to teacher-student interactions, 
relationship formation, and student motivation. These responses reveal that student-
teacher interactions are a vital aspect of online teaching, which is true of face-to-face 
teaching too, but the visible cues present in face-to-face interaction are absent in this 
environment. This limitation reduces the quality and depth of interaction between the 
student and teacher, leading to inadequate learning. Therefore, relationship building in an 
online context is essential. As one teacher reported: 
I think you must be encouraging when working to get students engaged. So as I 
said before, I often talk with the parents to learn about students and my first 
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lesson for each year is a personal essay that each student writes to tell me about 
themselves, what their hobbies and challenges are. And how they learn. Most of 
my students have some type of a challenge that they face. Some have made poor 
choices and are in JDCs. Some have children. Some are food, clothing and shelter 
challenged. Know all these things help to develop relationships. There has to be 
something that we can use to engage students who are in an online environment. 
If they know and understand that you care about them and their success it can be 
easier to maintain that online relationship. (J-29) 
 
As this teacher illustrates, the space created because of the technology based medium can 
be bridged with the help of instructional strategies that are carefully crafted around 
student-teacher relationships in terms of engaging motivational techniques. Professional 
development based on these strategies would aim at equipping the online teachers not 
only in the understanding of these soft skills, but also the application of these skills to 
student learning. 
  The responses from Question 32 may be helpful in developing strategies that 
would help create better teacher-student interactions, rules and order, communication, 
motivation, and good interpersonal relationships in an online class, which leads to student 
engagement. The teachers in this study suggested the following techniques for achieving 
this end (Table 30): motivational interactions with the students (22%), communication 
strategies with students and parents and pre-class strategies (47%), and rules and order 
(31.5%). These responses correlate with most of the task areas outlined for process 
facilitators by Goodyear et al. (2001). Most obviously, the responses of the Ohio online 
teachers concur with the task areas of welcoming students, managing communication, 
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and establishing ground rules. Goodyear et al (2009) also lists creation of community as 
an important role of a process facilitator, which resonates with the response of 
motivational interactions given by the teachers. Motivational and relationship building 
techniques and strategies help in student engagement, which in turn helps in community 
building, which further leads to a vibrant interactive learning environment.   
The responses from question 37 (Table 34), which asked for recommendations for 
teacher preparation both pre-service and in-service, may help outline possible 
competencies and skill sets in online teachers to be addressed in the content of 
professional development sessions. First and foremost the participants listed several 
teacher qualities (59%) that help in online teaching: understanding the unique needs of 
the online environment; communication skills with both parents and students; willingness 
to listen; diversity and multicultural perspective; ability to motivate students with 
relationship building, etc.  One participant wrote, “Learn how to motivate students 
Understand their emotional/mental/physical needs Research available resources” (N-27), 
while another teacher reinforced the relational building aspect of online learning: 
A final recommendation is to be open to communication with students. Be 
welcoming in your tone, and make a point to build a connection with them by 
asking about their day, or something in their life that is not school related. That 
connection really makes a difference in student participation, and you'll likely get 
better responses once that connection has been established. (N-27) 
Another teacher wrote about the need to see how other online schools work in these 
words, “Develop an awareness for different online schools - visit them and learn about 
how to engage students via technology. (N-51), while another teacher wrote about the 
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feeling of isolation in the online environment, “Be prepared for the impersonal 
atmosphere of online teaching.” (N-30). Both the above given comments resonate very 
well with the recommendation (16.43%) of the online teachers for professional 
development and communities of practice for teacher preparation. One teacher response 
affirmed this need, “Have a comprehensive pre-service is important, but I think a well-
established in-service  for online teachers where they can collaborate may be just, if not 
more important so that an online teacher doesn't feel so isolated. (N-57) 
The other important areas outlined were technological competence (22%). One teacher 
wrote about technology and persistence very aptly:  
Even if you are not a pro at everything, that's OK. Be open to learning, trying, and 
even failing, at some of the new technology. Another recommendation is to have 
an openness to trying new formats, new tools and apps. Some will be duds, but 
there are some gems out there that can really make a difference in your teaching 
style and learning for students. It's a learning process and if something isn't 
working, don't be afraid of letting it go. (N-27) 
Both these teacher qualities and technological competence could be a part of professional 
development sessions after thoughtful consideration.  
 Reinforcement of professional development. Reinforcement of Professional 
Development is a way to measure the effectiveness of Professional Development 
sessions. The K-12 online teachers in Ohio reported on the different ways professional 
development was reinforced (Table 32). The data revealed that 41% of the online 
teachers in Ohio did not have the opportunity for reinforcement of professional 
development, indicating a lack that needs to be addressed. While designing professional 
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development sessions, it is not only important to customize it according to teacher needs, 
but to also give opportunities for teachers to reinforce what has been taught, as this is 
crucial to teacher growth and efficacy. Reinforcement provides a means for teachers to 
evaluate themselves and receive feedback as to the strengths and weaknesses in their 
teaching practice (Birman et al., 2000; Cooper, n.d.; Corcoran, 1995). Additionally, 
teachers may judge, with the help of mentors, which strategies and methods introduced in 
the PD sessions were effective and to what extent. Bransford et al. (1999) also stated that 
the new techniques and strategies learned in professional development can be effective 
only if they are followed by practice and feedback. In this way online teachers will be 
able to evaluate and assess their teaching and be self-directed learners (Knowles, 1980). 
Reinforcement also promotes collaboration and formation of community of practice, 
especially when teachers share their successes and failures with each other as discussed 
earlier. This study reinforces the importance of communities of practice because it is in 
these communities that teachers form relationships, interact with each other, and 
reinforce and deepen their understanding of which skill sets and competencies are most 
helpful in the online environment. On the positive side of reinforcement, online teachers 
have reported: 
We just finished a series of instructional videos on Edivation (PD360) centered 
around community and parent engagement and spent about 4 hours working 
through collaborative activities to process and debrief about the content.We 
concluded with developing action plans for modifying our approach to designing 
community and parent engagement activities/ offerings. We have subscribed to 
Edivation/ PD 360 for 2 years now. They have thousands of professional 
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development videos but none that address the behaviors/ skills of online teaching. 
(L-54). 
But there are cases where teachers have expressed, “I don't know that I have really 
participated in one that had follow-up or continuous feedback…where I teach does check 
in with us if we are behind on phone calls, but I don't know that I consider that 
professional development” (L-62). Reinforcement of skills learned in PD sessions, within 
communities of practice gives a platform, as well as an opportunity for online teachers to 
reflect what works and what does not work in online settings, as teachers refine their 
teaching skills through interaction and reflection.   
 Summary of the proposed model. Based on relevant literature (Boyle, B., 
Lamprianou, I., & Boyle, T., 2005), as well as findings from the current study, the 
proposed model for the design of PD for online teacher’s centers on three components: 
structure, content, and reinforcement/feedback. The structural aspect of PD deals with the 
(a) type (hybrid, face-to-face, or online), (b) time and frequency, (c) interactivity. The 
content component of the proposed model aims for customization of PD sessions from a 
range of topics, such as (a) foundational aspects of distance/online learning; (b) soft 
skills; (c) teacher-specific topics; (d) (emerging) technology; (e) adapting to changes in 
content standards; and (f) instructional strategies. The reinforcement feature of PD 
focuses on (a) short- and long-term evaluations; (b) feedback (short- and long-term; 
mentor- or content group-facilitated); and (c) continuous collaboration (regular and semi-
structured interactions with mentors, colleagues & PLC members). The model reinforces 
the principles of andragogy (Knowles, Holton, and Swanson, 1998) in terms of the self-
directed nature of learning that attempts to develop specific knowledge for a clear, self-
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directed purpose and a goal-oriented result. The design of PD for adult learners must take 
into account the application value to their daily professional practice in order to ensure a 
high level of motivation. The curriculum must be customized to include the particular 
issues most relevant to these professionals. Consequently, their active participation in the 
customized PD enforces the relevance and utility of the instructional resources. The goals 
and learning activities for the PD sessions must be driven by learners’ needs by taking 
into account the experience and expertise they bring to the program. Of particular interest 
to online instructors, the curriculum must be designed to respond to concerns unique to 
the virtual environment, some of which may not have been documented and researched. 
This model is based on these considerations, in addition to the Learning Design 
Framework (Bransford, Brown, and Cocking, 1999) which propose four interrelated 
attributes of instructional environments that facilitate learning in any setting: a) learner-
centered learning; b) community-centered learning; c) knowledge-centered learning; and 
d) assessment-centered learning. The first attribute represents the self-directed nature of 
learning through customization of content. The second one deals with reinforcement 
measures by feedback and the development of a community of practice encouraging 
collaboration and interaction through mentorships. The third attribute emphasizes the 
design of content needed to acquire knowledge through PD related to specific topics. 
Finally, the fourth attribute reinforces learning through evaluations, such as surveys, 
reports, mentor meetings, as well as continuous collaboration.   
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Figure 33. Design of Professional Development – Model 
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Implications for Policy and Practice in the Training of Online Teachers 
 Future research for K-12 online teachers is needed as this is an emerging field, 
and there are many aspects of online education that need exploration and future research. 
Since the 1990s, there has been ongoing research on both teacher quality and student 
achievement. Consequently, the object of professional development has been directed 
towards equipping teachers with the competencies and skill sets necessary to improve 
their effectiveness.  
 The recommendations from The Consortium for Policy Research in Education for 
Strategic Management of Human Capital (SMHC, 2009) take into consideration the fact 
that educational reform in the past did not stress the central role of ‘human capital’ in 
terms of the potential and various roles teachers play to support student achievement. 
Therefore, it recommended redesigning systems in terms of recruiting, preparing, 
selecting, developing, retaining, evaluating, and compensating teachers. Furthermore, 
high quality professional development should focus on people and practices, not 
programs only (Reeves, 2010). Wei et al. (2009) point to a significant disconnect between 
teacher expectations of professional development and what they actually learn in such 
sessions. Stigler (2002) states that teachers need to analyze practices, both theirs and 
those of other teachers in order to understand and experience teaching strategies, 
practices, as well as learning processes through a cause-and-effect lens. Secondly, 
teachers have to be exposed to and trained in alternative teaching practices. Thirdly, 
teachers need judgment and discernment in deciding which strategy would work best 
based on analysis and scrutiny of alternative practices. However, neither kind of analysis 
has been an integral part of teacher professional development. 
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 While designing professional development of online teachers, one has to keep in 
mind the uniqueness of this non-traditional teaching environment, hence the challenge of 
meeting student needs, which differ from student to student much more than in a 
traditional setting. The primacy, and challenge of addressing the specific needs of online 
students calls for honing competencies and skill sets of the online teachers. Most K-12 
online teachers in Ohio teach special education classes (72.44%), but in four 
competencies related to special education, as reported earlier, they have reported mean 
scores lower than 2.0. There is a need for further research in these and other areas in 
terms of emerging technologies, so that online teachers get the best possible support to be 
teachers who can address a wide range of student needs. 
 Secondly, there is a need for continuous professional development and 
reinforcement because of the novel and unique nature of online teaching in terms of 
instructional strategies, student- teacher interactions, and the medium of teaching itself. 
While most online teachers have face-to-face teaching experience and have mastered 
these learned practices and problem-solving skills, these face-to-face teaching skills may 
not be compatible in the online environment. There is a need to equip online teachers 
with an understanding of the nature of online student-teacher interaction and challenges 
that arise due to the distance caused by the medium of instruction. The professional 
development sessions may have addressed these issues as well as newer relevant 
knowledge in terms of emerging technologies. However, 41% of the K-12 online teachers 
in this study reported they did not have reinforcement or feedback of any sort after the 
initial professional development sessions. Unless these practices are reinforced and 
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refined through constant feedback from mentors and colleagues, they may tend to be just 
ritualistic practice.  
As pointed out by Bransford et al. (1999) in their learning design framework, 
learning of new strategies will not be fruitful without the knowledge and understanding 
of the why, when, and in what ways it can prove to be valuable to teachers. They also 
stress the importance of feedback after implementing any new strategy, so that the 
teachers can re-evaluate their teaching practice in light of the feedback.  
 The when, why, and where of new teaching strategies may be presented to the 
teacher in a professional development setting (for example collaborative learning). 
Having an understanding of these concepts resonates very well with the principles of 
andragogy, which essentially promotes the idea that an adult learner needs to understand 
the purpose of the new knowledge, orientation towards practical usage of skills, and 
immediate applicability of any new skills acquired. This connects well with online 
teacher preparation and professional development, wherein online teachers not only need 
the awareness about the theory of online learning, but also why this understanding will 
equip them to be better online teachers. They also need to know which online tools they 
need in order to facilitate learning and why. Additionally, teachers must understand in 
what way these online tools significantly enhance the learning experiences of the 
students. For example, digital communications and learning technologies have given 
teachers and learners access to a variety of resources: video, streaming video, audio-
conferencing, podcasts and video casts for educational purposes, etc. Having access to 
these technologies is not enough; there is also a need to selectively apply these 
technologies to the online setting to maximize learning and avoid bombarding the 
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students with meaningless information. A basic understanding of online learning theory 
will help educators decide which of these numerous technological options should be 
used. Related to the above mentioned competencies and skill sets is the need for online 
teachers to be technologically competent so that they are able to meet the challenges of 
teaching in an online environment skillfully. Technical skills pertain to the computer 
software operations skill sets and competencies that are essential to function smoothly in 
an online environment, whereas the pedagogical skills in an online setting are related to 
the application of these skills so that the affordances of the current web are utilized in an 
effective way to maximize learning.  
 The potential and the affordances of the current web make it possible for teachers 
to address student needs in myriad of ways, which can be manifested in curriculum 
flexibility. A flexible curriculum helps schools to provide learning experiences designed 
to meet the needs and learning aspirations of each student and aimed to ensure that all 
students have the opportunity to fulfill their full potential. Online learning paves the way 
for designing a curriculum that allows for flexible modes of participation for students, 
with choice over elements over such as time, place and pace of study, timing of 
assessments, and technologies used to participate. Flexibility of curriculum in an online 
setting also paves the way for multiple academic levels of high school, including Core, 
Comprehensive, Honors, and AP students. It also provides interventions for remediation, 
and credit recovery for students who need extra help.  
 The implications of this for PD would be to design teaching modules keeping in 
mind student needs in terms of flexibility and differentiation. The application of these 
modules would vary from one student to the other so that the teachers are equipped to 
250 
 
meet the specific needs of the students. This can be illustrated in the cases of autistic, 
gifted, and at-risk students. The learning styles and social interaction preferences of 
autistic students could be supported with online instruction through multiple ways. 
Sabella and Hart (2014) pointed out the advantages of online settings for autistic learners 
in terms of structured course organization, visual supports, repetition, and the linear 
representation of the course content. In the case of gifted students, online learning can be 
very beneficial by providing accelerated and enriched curriculum that challenges them to 
maximize their potential. Gifted students are self-directed independent learners, who 
would thrive in the self–paced challenging interactions that online learning provides. 
Additionally, programs like tele-mentoring provide gifted students an interactive and 
collaborative platform with a more knowledgeable adult.  
Online learning and its use of self-pacing is also a very useful option for at-risk 
students, who at times may associate traditional education with challenges and stress, 
along with learning deadlines imposed by school calendars and time-table constraints. 
Online learning is particularly well suited for students recovering credit because it allows 
for individualized instruction, both by the teacher and through the use of course 
management technology. Diagnostic testing allows students to demonstrate mastery of 
the elements of a subject that they learned in their previous attempt to pass the course, 
and it also provides them an opportunity to move on to the parts of the course that they 
need to focus on, thus keeping the students engaged. As a side note, for the students who 
fall into the gaps, it is very essential that they engage proactively, which can be made 
possible through motivational strategies. Motivating students who have failed in the 
traditional classroom setting is a key to success for credit recovery programs, at-risk 
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students and many students who face educational challenges of different types. 
Motivational strategies pertinent to online learning could be incorporated in the PD 
sessions where the teachers discuss their strategies within the community of practice 
framework. 
  Yet, another area of concern and future research is that the hours of professional 
development are not adequate for developing online teacher competencies and skill sets. 
This lack may hinder the formation of collaborative interactions to form a community of 
practice. Most of the teachers (73.40%) reported having participated in professional 
development for 11.5 minutes in a typical week. Participating in professional 
development for such a short period of time in no way helps in the formation of 
communities of practice, which are essential for online teachers, who undoubtedly have 
to work in a relatively isolating environment. Online teachers need interactions with 
fellow teachers through professional development sessions that are ‘open spaces’ for 
sharing professional practices. Bransford et al. (1999) have emphatically reinforced this 
idea in their Learning Design Framework for professional development, wherein they 
emphasize the fact that professional development is, to a certain extent, conducted in 
isolation and suggest that it should mainly be conducted in community centered 
structures. In such community centered structures, online teachers should also be given a 
platform to interact with colleagues and mentors in a community of practice. 
 Another area of future research could be matching up the type of classes taught 
with teacher competencies and skill sets. Online teachers meet the needs of the students 
in non-traditional settings, so the student needs are also different both in terms of the 
content being taught, and the specific needs of the students who may be at-risk, gifted, 
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drop-outs, accelerated, special needs, or have other struggles and challenges. As one 
teacher responded, “the biggest challenge is overcoming the setting that these students 
live in. Many face circumstances that put their education in the back-burner” (M-29). 
Online teachers need foundational courses in the unique aspects of the online 
environment from the lens of divergent student needs.  
The earlier studies on professional development by Rice and Dawley (2007) 
reported that the least covered areas at the initial stages of professional development were 
related more to the pedagogy of online learning i.e., lesson delivery or instructional 
design) and community building practices. The smaller percentages, which were found 
for the topics on virtual lesson design or community building practices in professional 
development, may be attributed to many programs in K-12 online schools adopting a pre-
defined curriculum inclusive of pre-designed proprietary systems. Under these 
circumstances, there would be no immediate need in terms of training teachers to design 
their own curriculum or lesson plans. The use of such pre-designed systems actually 
undermines a core purpose of online learning, which is to foster technical expertise in its 
users, both teachers and students. It also prevents teachers from tailoring their online 
courses to the specific needs of the students in their programs, which negatively impacts 
student performance. This deficiency is two-pronged: a) teachers will engage with the 
content at a very superficial level because they cannot add or edit it, thus closing all 
possibilities of being reflective teachers; and b) students will suffer because their learning 
styles will not be taken into consideration. This trend was also very salient in this study, 
as seen in responses to the question, ‘Who is the primary author of the content of the 
classes you teach?’ 74.44% of K-12 online teachers in Ohio reported they teach the 
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content provided by the content providers, and none reported teaching content prepared 
by a colleague, whereas in a national study 15% of the content was prepared by a 
colleague as cited in Archambault (2008). Both these trends need to be further researched 
in terms of the use of such pre-designed systems that actually undermines a core purpose 
of online learning, which is to foster 21st century technical expertise in both teachers and 
students. It also prevents teachers from tailoring their online courses to the specific needs 
of the students in their programs, which negatively impacts student performance.    
In addition to all these areas of research, a comprehensive understanding of online 
education can be further developed by identifying and relating these needs to both the 
face to face teaching and online teaching because the future of education would be a mix 
of the two and how both these areas can be complementary to each other thus students get 
the best of both the worlds. 
For example, a new instructional strategy may be introduced in the professional 
development session and later implemented by the teacher in the online class, but a lack 
of feedback and evaluation may render all such efforts ineffective. 
Limitations 
 A non-random purposeful sample was used to reach an appropriate audience to be 
able to gather a rich data for this study, but inherently a survey data has its own 
limitations even though a pilot study was conducted, expert views were taken into 
consideration, still there are some questions that could have been asked differently, some 
questions could have been revised for redundancy. 
 For example, Question 7 about which type of online school do you teach at could 
have just been asked by writing one type instead of the choices as the information 
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generated in not very pertinent in understanding the Ohio schools (limited online schools 
in Ohio).The survey instrument was a bit lengthy, which on one hand generated very rich 
responses, but in some cases may have been instrumental in some teachers not 
completing it. 
 The invitation to participate in the present study was sent to all the fully online 
schools in Ohio, but very few schools consented to participate in this study. The inability 
to invite every online teacher in Ohio because of lack of permission from the school 
administration (despite the invitation sent), makes it rather challenging to generalize the 
results from this study. 
 Another factor that comes up as a limitation is the self-report bias that is present 
with the manner in which the data were collected. 
Conclusion 
 Online teaching is a relatively new field for which research is still at its nascent 
stage. Consequently, there is a need to study the emerging state of teacher competencies 
and skill sets. Such lines of inquiry dealing with the effectiveness of online teachers 
would inform institutions that have adopted online learning about pre-requisite 
competencies and skill sets. There is ample research on best practices in online learning 
in the field of higher education, much of which can be applied to K-12 teachers. 
However, the demands of teaching at the K-12 level are different enough to warrant more 
research into this specific area. A teacher equipped with an understanding of computer 
software competencies, instructional strategies, assessments of student learning, 
characteristics of online students, student-teacher interaction, collaboration, and 
community of practice formation will be able to address student needs in this non-
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traditional setting in an effective manner. This study provided a current picture of the 
demographic information of K-12 online teachers in Ohio, their self-reported 
competencies and skill sets, as well as their professional development needs. 
Additionally, the research project participants made recommendations regarding pre- and 
in-service teacher preparation. The data were collected through a survey of 98 teachers in 
K-12 fully online schools across the state of Ohio. These professionals demonstrated a 
higher percentage of Master’s degrees than their traditional counterparts, quite similar to 
other national studies involving virtual instructors. They were also quite similar to their 
national colleagues in terms of the levels they taught at and their subject areas.  
The design of PD programs must be based on the understanding of affordances 
and limitations of Web-based classroom environments. Such programs can be useful in 
addressing one such limitation mentioned by some of the subjects in the current research 
project - the phenomenon of teacher isolation. Forming communities of practice among 
online teachers would provide the necessary support system to alleviate seclusion. The 
data in this study indicated that this was best accomplished through face-to-face PD 
sessions, although ultimately a collaborative environment is the most essential element of 
any PD format. Professional development sessions also have the potential to address the 
difficulties of engaging students in a distance learning environment through content 
aimed at technological competencies, communication strategies, motivational 
interactions, and specialized units addressing specific types of student needs (special 
education, gifted, credit recovery, etc.). The delivery of this content is best presented in 
the form of reform-based activities (Boyle, B., Lamprianou, I., & Boyle, T., 2005),  such 
as study groups, collaborative interactions, and mentoring interactions, in which teachers 
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establish deep professional relationships and exchange and discuss teaching strategies. 
However, the successful implementation of these activities is dependent upon the 
duration of the PD sessions. Teacher change is not possible without giving the teachers 
time and space to reflect, analyze, and re-enforce newly introduced material. 
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APPENDIX B 
SURVEY FOR ONLINE TEACHERS 
Thank you for taking time to complete this questionnaire. Please answer each question to 
the best of your knowledge. Your thoughtfulness and candid responses will be greatly 
appreciated. Your individual name or identification number will not at any time be 
associated with your responses.  
 
DEMOGRAPHIC INFORMATION 
1. Gender:  
a. Female 
b. Male 
2. Age: ______ 
3. Area of specialization (choose all that apply): 
a. Art 
b. Early Childhood Education. 
c. English Language Arts 
d. Foreign Language 
e. Health/ Physical education 
f. Mathematics 
g. Music 
h. Science 
i. Social Studies 
j. Speech 
k. Special Education 
l. Gifted education 
m. Other (specify) 
 
4. Total years of teaching experience in face-to-face settings: _____ 
5. Total years of teaching experience in online settings: _____ 
6. Which type of school do you teach at? 
a. Public school 
b. Charter school 
c. Private/parochial 
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d. University affiliated 
7. Teaching level 
a. Elementary school 
b. Middle school 
c. High school 
d. Other (specify)  ____ 
 
8. What is the breakdown of the online classes you teach? (choose all that apply) 
                    a. Credit recovery 
b. Advanced Placement 
c. Gifted instruction 
d. At-risk students  
e. Special Education students  
 
9. Who is the primary author of the content of the classes you teach online? 
a) Yourself 
b) Your colleagues 
c) Online content providers (Apex Learning etc) 
d) Curriculum specialist/technology coordinator 
e) Other (specify) ____  
 
10. Which best describes your educational background? (choose all that apply) 
a. Associate’s degree 
b. Bachelor’s degree 
c. Master’s degree 
d. Online teaching certificate 
e. Doctorate 
f. Other (specify)  ____  
 
11. Which best describes your preparation for online teaching? 
a. no formal course on online teaching 
b. non-credit continuing education in online teaching 
c. 1-5 credit hours work in online teaching 
d. 6 -10 credit hours work in online teaching 
e. 11 + credit hours work in online teaching 
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12.  How many hours of professional development in online teaching did you 
participate last year? _____ 
13.    How was your professional development delivered? 
a. Fully online 
b. Fully face-to-face 
c. Hybrid (a combination of face-to-face & online) 
14. Was the professional development customized according to your needs? 
a. Yes 
b. No 
15. How would you describe your school’s setting? 
a. Urban 
b. Suburban 
c. Rural 
 
16.   Why did you choose to teach online? 
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In performing the following tasks associated with teaching in an online setting, how 
would you rate your competencies and skills sets? 
COMPUTER SOFTWARE OPERATIONS 
No. I rate my competencies and skill sets in the 
following areas as: 
Poor Fair Good Very 
Good 
17 Facilitating online teaching with synchronous 
tools (chat systems, whiteboards, real-time web 
and video conferencing). 
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18 Teaching with asynchronous tools (discussion 
boards, blogs, social networking, emails,list- 
serves). 
    
19 Using:      
 a. Word processing software 
 
b. Spreadsheet software 
    
 
c. Presentation software. 
    
20 Tracking the development of emerging computer 
software that may impact the classroom.  
    
21 Familiarity with the industry-standard programs 
used by faculty and students to access the 
Internet, including: 
    
 a. Internet browsers (ex. Internet Explorer, 
Firefox or Safari) 
    
 b. Email (ex. Gmail, Microsoft Outlook and 
Mozilla Thunderbird). 
    
22 a. Demonstrating familiarity with online 
tools such as Learning Management 
Systems LMS (Moodle, Blackboard), 
including the ability to modify/add 
content. 
b. Demonstrating familiarity with online 
tools like Content Management Systems 
(CMS) (Word press, Drupal, Wiki), 
including the ability to modify and add 
content. 
    
    
No. I rate my competencies and skill sets in the 
following areas as : 
Poor Fair Good Very 
Good 
23 Applying troubleshooting skills (changing 
passwords, downloading, installing plug-ins). 
    
24 Incorporating multi-media and visual resources 
into online teaching. 
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25 Using Web resources and Web search engines to 
explore educational resources, lesson plans and 
relevant teaching materials. 
    
26 Creating Web-based professional resources, such 
as class websites and/or curriculum pages. 
    
27 Designing learning activities intended to teach 
students how to publish on the Web. 
    
28 Describe one instance in which 
technical/administrative support met effectively 
your needs related to computer software skills. 
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STUDENT NEEDS 
No. I rate my competencies and skill sets in 
the following areas as: 
Poor Fair Good Very 
Good 
29 Responding appropriately to the cultural 
background and learning needs of English 
Language Learners (ELLs). 
    
30 Using a variety of adaptive/assistive 
technologies for students with special 
needs: 
    
 a. Braille note-takers 
 
b. Speech recognition programs 
    
 
c. Speech synthesizer programs 
    
 
d. Text enlargers 
    
 
e. Alternative keyboards 
    
 
f. Listening systems for lectures 
    
31 Adapting teaching style(s) to the needs of 
different learners.  
    
 a. Accelerated learners     
 
b. Learners with cognitive disabilities 
    
 
c. Learners with physical disabilities 
    
 
d. Learners with behavioral disorders 
    
 e. Learners with no prior online 
learning experience 
    
32 Adjusting teaching strategies based on 
student performance/feedback. 
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No. I rate my competencies and skill sets in 
the following areas as: 
Poor Fair Good Very 
Good 
33 Demonstrating familiarity with various 
barriers to student learning: 
    
 a. Time and interruptions     
 
b. Infrastructure and support services 
    
 
c. Motivation 
    
 
d. Prerequisite skills 
    
 
e. Technical 
    
 
f. Social 
    
 
g. Economic 
    
34 Describe one effective strategy you used with online students to 
accommodate their various needs.(All types and categories) 
 
 
 
35 a. If you cannot modify the curriculum provided to you, provide an 
example of how you were able to meet different student needs in 
the online environment. 
b. If you do have control over the curriculum, describe how your 
autonomy as a teacher helped you address different student needs. 
 
 
36 What strategy or technique best helps you to determine the needs of 
students with whom you never have direct, face –to-face contact? 
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INSTRUCTIONAL STRATEGIES 
No. I rate my competencies and skill sets in 
the following areas as: 
Poor Fair Good Very 
good 
37 Facilitating learning for students new to 
online environments by using ice-breakers 
and other introductory activities to build 
relationships among students for a 
participatory learning community. 
    
38 Using student-centered instructional 
strategies focused on real-world 
applications such as: 
    
 
a. Peer-based learning 
    
 
b. Inquiry-based activities 
    
 
c. Collaborative learning 
    
 
d. Discussion groups 
    
 
e. Self-directed learning 
    
 
f. Case studies 
    
 
g. Small group work 
    
39 Establishing teacher presence by means of 
using communicative skills in: 
 
 
   
 a. Developing leading questions to 
encourage student participation. 
    
 b. Providing feedback to student 
assignments 
    
 c. Identifying areas of agreement and 
disagreement (clarifications) 
    
 d. Encouraging and acknowledging 
student contribution. 
    
 
e. Coaching and mentoring. 
    
40 Differentiating instruction to engage 
struggling students. 
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No. I rate my competencies and skill sets in 
the following areas as: 
Poor Fair Good Very 
good 
41 Continually reviewing all materials and 
Web resources for their alignment with 
course objectives and appropriate standards. 
    
42 Using appropriate online etiquette to foster 
understanding of Web-based culture. 
 
 
   
 
a. Emoticons and abbreviations 
    
 
b. Trolling and Flaming 
    
 
c. Cyber bullying 
    
 
d. Online privacy and sharing 
    
43 Promoting digital literacies in the online 
classroom:  
    
 a. Language based digital literacies 
(texting literacy, visual and 
multimedia literacy, mobile 
literacy). 
    
 b. Information based literacy (search 
literacy, tagging literacy, and 
filtering literacy). 
    
 c. Connection based literacies 
(personal literacy, networking 
literacy, participatory literacy, 
cultural & intercultural literacy) 
    
 
d. Design and re-design of content 
    
44 Promoting 21st century skills in the online 
classroom: 
a. Critical thinking and creative 
problem solving skills  
b. Communication and collaboration  
c. Global awareness 
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No. I rate my competencies and skill sets in 
the following areas as: 
Poor Fair Good Very 
good 
45 Promoting Common Core Standards by 
creating lesson plans aligned with CCR 
standards (college and career readiness) 
supporting application of knowledge 
through higher order skills needed to 
compete in a global economy. 
 
    
46 Designing learning activities relevant to 
diverse learners by using e-mail exchanges 
and/or Web-based collaborative projects to 
engage online students in communication 
with other students and/or experts in 
different geographical areas. 
 
    
47 Describe a situation in which the online setting impeded communication 
with your students, and the steps you took to resolve this. 
 
48 Describe two effective communication strategies you used with online 
students to promote learning. 
 
49 What are the three most important characteristics of an engaged online 
student? 
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ASSESSING STUDENT LEARNING 
No I rate my competencies and skill sets in the 
following areas as: 
Poor Fair Good Very 
good 
50 Providing timely, personalized, and constructive 
feedback for assignments /questions. 
    
51 Assessing student readiness and learning in 
multiple ways. 
    
52 Creating/selecting fair, adequate, and appropriate 
assessment instruments to measure student 
learning. 
    
53 Creating opportunities for student self-
assessment, reflection, independence, and 
responsibility for learning. 
    
54 Using relevant data to guide and monitor 
students’ time management skills. 
    
55 Evaluating and analyzing Web resources for 
authority, accuracy, currency, and relevance. 
    
56 Describe an effective assessment strategy (and its associated tool[s]) you used 
to evaluate accurately student learning in your online classes. 
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INSTRUCTIONAL MANAGEMENT  
No. I rate my competencies and skill sets in the 
following areas as: 
Poor Fair Good Very 
good 
57 Applying effective facilitation skills to create a 
relationship of trust between students and their 
teacher, as well as among students. 
    
58 Establishing consistent and appropriate 
expectations for all types of interactions in the 
online learning environment. 
    
59 Consistently modeling effective 
communication skills to maintain records of 
relevant communications with students. 
    
60 Demonstrating knowledge of legislation (e.g., 
copyright protection), resources, and 
techniques for appropriate uses of 
electronically accessed data. 
    
61 Intervening appropriately when students 
misbehave online. 
    
62 Communicating with parents, colleagues, and 
other stakeholders. 
    
63 Helping students conform to the school’s 
Acceptable Use Policies (AUP). 
    
64 Describe a technique that you have found particularly useful in maintaining 
order and good interpersonal relationships in an online class. 
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PROFESSIONAL DEVELOPMENT   (PD) 
No. I rate the quality of the following various 
professional development opportunities I 
have participated in: 
Poor Fair Good Very 
good 
65 Formal professional development activities 
(such as workshops, seminars, etc.), either in 
face-to-face or online formats. 
    
66 Formal face-to-face or online mentoring 
programs, either in face-to-face or online 
formats. 
    
67 Formal professional learning communities for 
online teachers. 
    
No. Finally, based on all the information you shared, please elaborate 
holistically on the following two items: 
68 List the most important recommendations you have for online teacher 
preparation, both pre- and in-service. 
 
 
 
69 Based on your professional experiences, what are the challenges and rewards 
of teaching online? 
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APPENDIX C 
LETTER OF ACCESS REQUEST FOR RESEARCH STUDY 1 
Sir/Madam, 
I am writing to seek your approval to conduct a research study surveying the online 
instructors at your institution. My name is Mamta Roy, a doctoral student at Cleveland 
State University. The topic of my dissertation topic is “Teacher preparation and 
professional development: Competencies and skill sets for the K-12 online classroom.” 
My interest in online learning has prompted me to perform an extensive study of 
literature on the subject, and I have also run a pilot study. Now, I would like to survey the 
larger online teaching community in Ohio. Because my research indicates steady growth 
in student enrollment in online learning environments, I am studying the competencies, 
skill sets, and professional development needs of K-12 instructors teaching in online 
environments.  
I found your website while searching for potential data collection sites. As your school 
exemplifies the type of institution most salient to my study, feedback from your teachers 
will be an important component of my work. With your permission, I would like to send 
the link to a web-based survey to your teachers using the email addresses provided on 
your website. Alternatively, if you would so agree, would you be willing to forward an 
email containing the link to them?  The survey instrument will take approximately up to 1 
hour to complete.  
The responses will be anonymous, both regarding the participants and their institution. 
Approval from the Cleveland State University Institutional Review Board has been 
obtained prior to initiating this study: Institutional Review Board, Cleveland State 
University, 2258 Euclid Avenue, Hannifin Hall, Cleveland Ohio-44115-2405. 
Your permission, guidance and support in conducting this research will be greatly 
appreciated. I will be happy to keep you up to date on the results, findings, and 
recommendations produced by this study upon its completion. 
Kindly contact me at (216)-533-2840 or by email: mamta.roy@live.com for any further 
information and clarification. You may also contact either my faculty supervisors: Dr. 
Joanne Goodell, j.goodell@csuohio.edu, (216)-687-5426 and Dr. Marius Boboc, 
m.boboc@csuohio.edu, (216)-687-4581. 
With Regards, 
Mamta Roy, CSU Doctoral Student (Learning & Development) 
The Department of Doctoral Studies, 
Cleveland State University, 
Cleveland, Ohio. 
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mamtaroy@hotmail.com 
 (216-533-2840) 
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APPENDIX D 
LETTER OF ACCESS REQUEST FOR RESEARCH STUDY 2 
Sir/Madam, 
I am writing to seek your approval to conduct a research study surveying the online 
instructors at your institution. My name is Mamta Roy, a doctoral student at Cleveland 
State University. The topic of my dissertation is “Teacher preparation and professional 
development: Competencies and skill sets for the K-12 online classroom.” My interest in 
online learning has prompted me to perform an extensive study of literature on the 
subject, and I have also run a pilot study. Now, I would like to survey the larger online 
teaching community in Ohio. Because my research indicates steady growth in student 
enrollment in online learning environments, I am studying the competencies, skill sets, 
and professional development needs of K-12 instructors teaching in online environments.  
 I found your website while searching for potential data collection sites. As your school 
exemplifies the type of institution most salient to my study, feedback from your teachers 
will be an important component of my work. With your permission, I would like to 
request a list of the email addresses of your instructors, so that I can send a web-based 
survey to your teachers. Alternatively, if you are unable to provide email addresses, 
would you be willing to forward an email containing the link to them? The survey 
instrument will take approximately 45 minutes to complete.  
The responses will be anonymous, both regarding the participants and your institution. 
Approval from the Cleveland State University Institutional Review Board has been 
obtained prior to initiating this study: Institutional Review Board, Cleveland State 
University, 2258 Euclid Avenue, Hannifin Hall, Cleveland Ohio-44115-2405. 
Your permission, guidance and support in conducting this research will be greatly 
appreciated. I will be happy to keep you up to date on the results, findings, and 
recommendations produced by this study upon its completion. 
Kindly contact me at (216)-533-2840 or by email: mamta.roy@live.com for any further 
information and clarification. You may also contact either of my faculty supervisors: Dr. 
Joanne Goodell, j.goodell@csuohio.edu, (216)-687-5426 and Dr. Marius Boboc, 
m.boboc@csuohio.edu, (216)-687-4581. 
With Regards, 
Mamta Roy, CSU Doctoral Student (Learning & Development) 
The Department of Doctoral Studies, 
Cleveland State University, 
Cleveland, Ohio.mamtaroy@hotmail.com 
 (216-533-2840) 
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APPENDIX E 
LETTER OF INFORMED CONSENT 
 
 
Purpose of the Study: My name is Mamta Roy, and I am a doctoral student at Cleveland 
State University. As an online teacher, you are invited to participate in a research study 
called “Teacher Preparation and Professional Development: Competencies and Skill Sets 
for the Online Classroom.” The phenomenal growth of online education schools has led 
to an increasing demand for training of today’s virtual instructors. My research seeks to 
define areas of professional growth in this emerging field which may need additional 
resources. 
Participants: You have been selected for this study based upon your experience in 
online teaching. Because you are a full-time virtual instructor, your insights into the 
unique nature of this setting will help shape recommendations for new continuing 
education programs geared toward online teachers.  
Procedures: If you volunteer to participate in this study, you will receive a link to a web-
based survey, which you will be asked to complete. The instrument comprises 
demographic questions, items related to your competencies and skill sets in online 
teaching, and questions (both close and open-ended) about your professional 
development needs.  
Benefits of Participation: There may be no immediate benefits to you as a participant in 
this study.  Long-term benefits could include setting up professional development 
programs that you may have indicated a need for. It is hoped that the survey will also 
give participants the opportunity to reflect on their practices while answering the 
questions, thus gaining a deeper understanding of themselves as online educators. A 
further benefit is that your experience and expertise may inform other online teachers, 
teacher educators, and students who study online. 
Risks of Participation: The risks associated with this study are minimal. Your 
completed surveys will be entirely anonymous, as the instrument is administered through 
the SurveyMonkey Web site. All project-related information will be stored securely by 
the researcher. The participants’ responses will be downloaded into the Statistical 
Package for Social Sciences (SPSS) software without any identifiers. Neither the survey 
nor the research findings will include names or other personal information. While the 
complete security of any computer system can never be guaranteed, every reasonable 
effort will be made in this regard. 
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Cost /Compensation/Time: There will be no financial cost or compensation to you for 
your participation in this study. Completing the survey will take about 45 minutes of your 
time. 
 
Contact Information: If you have any questions or concerns about the study, you may 
contact me either through email or phone: Mamta Roy, mamtaroy@hotmail.com, (216-
533-2840). You may also contact either my faculty supervisors: Dr. Joanne Goodell, 
j.goodell@csuohio.edu 
, (216)-687-5426 and Dr. Marius Boboc, m.boboc@csuohio.edu, (216)-687-4581. 
Voluntary Participation: Your participation is strictly voluntary, and you may withdraw 
from the study at any time and for any reason. If you decide not to participate, or if you 
withdraw from the study, there is no penalty of any kind. 
 
Confidentiality: All information gathered in this study will be kept completely 
anonymous. No reference will be made in written or oral materials that could link you to 
this study. All records will be stored in a locked facility for at least three (3) years. After 
the storage time, the information gathered, and data files will be electronically deleted. 
Any hard copies of the raw data will be shredded. 
 
Contacting the IRB: If you have any questions about your rights as a research subject, 
any comments about the study, you can contact the CSU Institutional Review Board by 
phone at (216) 687-3630 or by mail at 2258 Euclid Avenue, Hannifin Hall, Cleveland 
OH, 44115-2440. 
Participant Consent: If you agree to participate, please click on the Web link below to 
proceed to the survey. By starting it, you acknowledge that you are 18 years of age or 
older and that you have read this information and agree to participate anonymously in this 
research project, with the understanding that you are free to withdraw your participation 
at any time and without any penalty. 
 I am 18 years of age or older and I have read the information above and agree to 
participate anonymously in this research project. I understand that I can withdraw 
at any time from it without any penalty. I also understand that if I have any 
questions about my rights as a research human subject, I can contact the CSU 
Institutional Review Board at (216) 687-3630. 
Survey link   https://www.     
 
 
Mamta Roy, CSU Doctoral Student (Learning & Development) 
The Department of Doctoral Studies, 
Cleveland State University, 
Cleveland, Ohio. 
mamtaroy@hotmail.com 
 (216-533-2840) 
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APPENDIX F 
FOLLOW-UP LETTER 
 
Dear online teachers, 
 
This is a follow-up on the e-mail message about the Web-based survey that was sent 
to you two weeks ago. I convey my sincere thanks to those of you who have already 
completed it. If you have not responded to the yet, I truly appreciate you taking a few 
minutes to. Your response will help me to understand the competencies, skill sets, 
and professional development needs of online teachers. Your completed surveys will 
be entirely anonymous, as the instrument is administered through the Survey Monkey Web 
site. Neither the survey nor the research findings will include names or other personal 
information. 
 
To access the survey please copy and paste the following link:  
http:// 
 
Thank you in advance for your time and support. 
 
Yours sincerely, 
Mamta Roy                                                 
Doctoral Candidate 
Cleveland State University, 
Cleveland, Ohio.                                                 
 
 
 
 
